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ABSTRACT 
While an increasing number of schools worldwide are offering the International Baccalaureate’s 
Middle Years Programme (MYP), at least 10% of Australian schools that offer the MYP have 
recently chosen to discontinue it. The reasons why schools terminate the program are not well 
understood, however. To address this research gap, I examined the benefits, opportunities, 
challenges and limitations of teaching and learning the MYP at three public and private 
Australian schools that have discontinued this programme. Using a qualitative case study design, 
I interviewed 17 participants: four principals and/or deputies, three former MYP Coordinators 
(one from each school) and 10 teachers. While the small sample is not generalizable, the findings 
provide unique insight that can guide schools on whether to adopt and sustain the MYP. Analysis 
identified the following benefits of teaching the MYP: more opportunities for international 
professional development and interdisciplinary teaching; and more accountability and 
standardisation within the curriculum and assessments. Teaching challenges included: 
organisational complications with aligning the MYP with the Australian national curriculum; 
reduced teaching time; limited leadership support; difficulties with promoting inquiry-based 
teaching; and assessing with two varying grading formats. Benefits of learning the MYP were: 
increased inquiry-based learning opportunities; exposure to holistic learning through the 
development of students’ academic and social skills; and a healthier balance between core and 
elective learning areas. The challenges for students learning mostly stemmed from operational, 
systems-level limitations, and confusing MYP jargon and grading styles. While participants 
identified many benefits and opportunities of the MYP for teaching and learning, the 
participating schools chose to discontinue the MYP because the organizational challenges that 
they faced greatly outweighed the positives. Recommendations for action on the part of the IB 
and school leaders are suggested. 
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CHAPTER 1: 
1.1 INTRODUCTION 
Government bodies, educational organisations and schools regularly engage in various 
forms of educational improvement to meet the demands of a rapidly changing global landscape 
so that the forthcoming generation will be adequately prepared for their future as healthy and 
productive citizens. The increasingly connected global economy and communication 
technologies are constantly changing how we live, work, and learn (Voogt & Roblin, 2012). To 
meet these 21st century demands, many school systems are looking to “future-proof” the next 
generation of learners (Lamb, Maire, & Doecke, 2017) by adopting educational frameworks that 
can strengthen what their national curriculum already offers.  
Founded in 1968 and registered in Geneva, Switzerland as a non-profit organisation (IBO 
a, n.d.), the International Baccalaureate (IB) is a provider of an increasingly popular set of 
educational frameworks for addressing the needs of 21st century learners. The IB’s four 
curriculum frameworks – Primary Years Programme (PYP), Middle Years Programme (MYP), 
Diploma Programme (DP) and the Career-related Programme (CP) – cater for students aged 3 to 
19. The programmes can be offered individually or as a continuum and designed to be delivered 
alongside any national curriculum. All IB programmes focus on promoting and developing 
thinking skills, instead of emphasising factual learning (Godsey, 1990). 
The IB’s philosophy draws upon the work of educational theorists such as Dewey, Neill, 
Piaget and Bruner, who have highlighted the importance of curiosity, ownership over one's 
learning, developmental intelligence and critical thinking (IBO a, n.d.). A central component of 
all IB programmes is to encourage students to develop the attributes of a 21st-century learner. 
The IB does this through promoting ten attributes that make up the Learner Profile and these 
traits are aimed to develop qualities that students should aspire to and embody. Additionally, IB 
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programmes encourage learners to become more responsible and reflective in their learning 
(Bullock, 2011). This is strengthened in recent changes to IB programs (PYP) which foreground 
the development of student agency. According to Perry, Ledger, and Dickson (2018), IB 
programmes also focus on students’ personal and academic development and encourage students 
to become active members within their local, national and global communities.  
Overall, IB programmes offer attractive frameworks, as seen by the increasing number of 
schools worldwide who are adopting these programmes (Kidson, Odhiambo, & Wilson, 2018). 
Many schools are also adopting IB programmes in attempts to internationalise their education 
programmes (Hayden, 2011; Ledger, 2017). Such schools weigh up the benefits and sacrifices of 
adopting IB programmes given their school’s context (Monreal, 2016). As of 29th September 
2019, a total of 6,812 programmes were offered globally across 157 countries, in 5,175 schools 
(IBO b, n.d.). 
Even though IB programmes have grown significantly overall, in recent times, there is 
evidence of a new trend emerging – especially in Australia – where schools have decided 
specifically to discontinue their offering of the MYP. However, to date and to the best of my 
knowledge, no studies have examined why schools have chosen to discontinue this, or any, IB 
programme. Specifically, the MYP is the least researched among the IB programmes 
(Dabrowski, 2016) and the benefits and challenges of teaching and learning this programme is 
under researched (Perry et al., 2018). Apart from Perry et al.’s (2018) study, no other studies 
have specifically examined the benefits and challenges of teaching and learning the MYP within 
Australian schools. Moreover, in another recent publication, Kidson et al. (2018) also noted that 
a critical analysis of how these programmes are implemented in Australia has so far not been 
researched. Therefore, the numerous gaps in the existing literature identified above have inspired 
the focus for this thesis. The objective of this thesis is to venture into uncharted territory and 
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potentially uncover patterns or themes that may not have been revealed or explored. The hope is 
that this thesis will inspire future study in relation to this topic. 
1.2 RESEARCH AIMS AND QUESTIONS 
This study is the first carried out in Australia to examine the impact of MYP on teaching 
and learning from the perspectives of key stakeholders from Australian schools that have 
discontinued the MYP. The first aim of this thesis is to broaden the current level of 
understanding of why some Australian schools have adopted and discontinued the MYP. A 
second related aim is to examine the benefits and limitations of the MYP, from the perspectives 
of schools that have terminated the programme. It is likely that such schools have unique 
perspectives, but to date, they have not been examined. The findings from this research may 
provide decision-makers in schools, education authorities and the IB with insight from which to 
make more informed policy and organisational support decisions that would benefit schools as 
part of adopting and implementing the MYP. The following research questions guided the 
manuscripts and thesis. They were designed to capture key stakeholder perspectives: 
1) What are the reasons why their school terminated the MYP? 
2) What are the benefits and opportunities of the MYP for teaching and learning in their 
school? 
3) What are the limitations, challenges and consequences of the MYP for teaching and 
learning at their school? 
1.3 CHAPTER DESCRIPTORS 
This thesis, consisting of seven chapters, has been presented as a thesis by publication. 
Four of these chapters are formatted as manuscripts. Three of these manuscripts, Chapters Two 
and Three have been published in peer-reviewed research journals. The paper included in 
Chapter Four has been accepted in principle and I have made revisions and have re-submitted a 
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revised copy to the editor on 16 November 2019. The fourth manuscript, Chapter Six, was 
submitted to a journal in January 2019 and is currently under review. A detailed description of 
each chapter is provided below. Tables related to the data collected and how it was analysed are 
presented in several chapters throughout the thesis. This is because these chapters were originally 
articles that were published separately and this helps the reader follow the discussions more 
readily. 
 The first is an introductory chapter, which also consists of my research aims and 
questions. Within this chapter, there are a few supporting sections: a context to provide a 
background of the Australian schooling system and how the IB is positioned within Australia; a 
summarised section on the current research of the IB; a brief literature review about the benefits 
and challenges of teaching and learning the IB programmes; a discussion of the conceptual 
frameworks guiding this thesis; and the methodology that underpins this research. Furthermore, 
some of the tables that are included in Chapter One, such as participants’ pseudonyms and their 
background information, including details of each participating school, has been included in 
other chapters in this thesis, given that they were a key component in some of the journal 
manuscripts. 
Chapters Two, Three, Four and Six are structured around each of the research questions 
guiding this thesis. These chapters have undergone a blind peer-review process and are published 
in various internationally-recognised journals. Each of these chapters, written in a stand-alone 
journal article format, comprise the following sections: an introduction, methodology section, 
background information about each school and participants, a literature review to provide 
context to each paper, findings, discussion and a conclusion. Appendices 4 and 5, attached at the 
end of this paper, include PDF copies of each of these journal publications. Chapter Five has its 
place among the published chapters because it summarises the findings for the second research 
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question by discussing the benefits and opportunities of teaching the MYP. This chapter also acts 
as an elaboration of Chapter Six, which focuses on the challenges and limitations of teaching the 
MYP. A detailed summary of each chapter in this thesis is described below. 
The second chapter is a literature review that was peer-reviewed and published by the 
Journal of Research in International Education in December 2018. It is a systematic thematic 
review of 58 empirical studies that were published in peer-reviewed research journals or books. 
The purpose of the review is to provide readers with a background of the impact of IB 
programmes on teaching and learning. These peer-reviewed studies utilised a range of 
qualitative, quantitative and mixed methodologies and provided further justification for the 
overall study. There is a strong focus on the DP in this chapter due to the prevalence of research 
in this area. According to Table 6, only 3% of the articles analysed for this literature review were 
solely focused on the MYP and 76% was on the DP. Although the DP and the MYP are 
structured differently, all the IB programmes share significant commonalities. Therefore, this 
literature review will provide readers with an overview of how the IB impacts teaching and 
learning before I narrow the focus to the MYP in subsequent chapters. 
Chapter Three, peer-reviewed and published by the Journal of Advanced Academics on 1 
February 2020, briefly summarises why the three Australian schools that participated in my 
doctoral study adopted the MYP. Those who are seeking a detailed summary of the key features 
of the MYP are encouraged to refer to the context section within this chapter for this information. 
However, more importantly, this paper presents the challenges stakeholders faced with the MYP 
and reasons why these schools discontinued this IB programme. Participants at these schools 
identified their main challenges were aligning the Australian national curriculum with the MYP 
and issues adopting the assessment and pedagogical demands of MYP within their practices. 
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In Chapter Four, the aim was to investigate teachers’ and school leaders’ perceptions to 
understand the benefits and challenges of the MYP for student learning. This paper has been 
accepted by the Journal of Research in International Education and is currently undergoing final 
review. In this paper, participants recognised the significant benefit of the MYP and felt students 
were developing many skills through the global context, inquiry-based learning and had a good 
perception of the criterion-referenced assessments. On the other hand, stakeholders thought the 
integration of the MYP with the Australian national curriculum brought up challenges for 
students in terms of meeting the MYP’s requirements and understanding the MYP terminology, 
grading systems and interdisciplinary units (IDUs). This chapter raised inherent questions about 
the gap between teachers and school leaders’ perceptions of the MYP.  It highlighted issues that 
were possibly teacher orientated rather than student. 
Chapter Five focuses on the benefits and opportunities of teaching the MYP at the three 
Australian schools. This chapter has not yet been submitted to a journal. Participants shared that 
teaching the MYP made them more accountable, helped improve standardisation especially with 
assessments, highlighted the importance of teaching a more balanced curriculum, made them 
value collaborative opportunities and encouraged teachers to teach and engage in global local 
context. This chapter examines the positive aspects and benefits of teaching the MYP; the 
following chapter presents a counterpoint to the findings. 
Chapter Six, which focuses on the challenges and limitations of teaching the MYP, was 
submitted to an international education journal on 22 January 2019 and is currently under review. 
In this manuscript, challenges with the philosophy, organizational factors and integrating the 
MYP and the Australian Curriculum were analysed and discussed. It also provided 
recommendations for the leadership team at schools and to the IB to provide support and 
guidance to schools taking on the MYP. 
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The final chapter, Chapter Seven, is an overall discussion of the main ideas that emerged 
from the findings from the three research questions. The four main themes presented in Fullan’s 
Overview of factors affecting implementation (as cited by Altrichter, 2005), as shown in Table 2, 
were used to guide the discussion. This chapter also provides recommendations for current MYP 
schools, schools that may be considering the MYP, school leaders, and the IB in terms of what 
can be done to facilitate effective implementation of the programme and minimise the likelihood 
of schools deciding to give it up.  
1.4 CONTEXT: AUSTRALIAN SCHOOLING AND THE IB 
To understand the findings of this study, it is helpful to gain an insight into the Australian 
education system and its schooling context. In this section, I will also discuss the IB in Australia 
and summarise the IB MYP’s features, assessments and grading format, and its standards, 
practices and professional development opportunities.  
1.4.1 Australian schooling 
In Australia, decisions about schooling are typically the responsibility of the government 
in each of the six states and two territories, whereby they mandate their own curriculum and 
assessment requirements (Doherty, 2012). It is compulsory for both private and public schools in 
Australia to adopt or adapt the Australian Curriculum together with any other curriculum 
framework they intend to deliver.  
After a major educational reform in early 2010, Australia developed a suite of educational 
initiatives with the aim to improve the quality of teaching and learning in Australia. This process 
resulted in the establishment of the Australian Institute of Teaching and School Leadership 
(AITSL), the Australian Professional Standards for Teachers, a set of Principal Standards, and a 
National Curriculum. The Australian Curriculum was fully adopted in 2014 by all school sectors 
in Australia from Foundation (pre-primary or kindergarten) to Year 10. This provides a 
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standardised curriculum and promotes consistency in the content delivery for all students in 
Australia (ACARA, 2016). The national curriculum comprises learning standards for all learning 
areas. Currently, each Australian state and territory have a curriculum and assessment authority 
that is responsible for developing, supporting, contextualizing and implementing the national 
curriculum in the respective state/territory. The Australian federal government, together with 
state and territory governments and educational authorities, “develop and implement national 
policies, assess performance and support other education initiatives” (ANAO, 2017).  
Based on an independent review conducted in September 2015, the following was 
endorsed as part of the Australian national curriculum for Foundation to Year 10: eight key 
learning areas, seven general capabilities and three cross-curriculum priorities (Australian 
Government Department of Education and Training, 2018). As shown in Table 1, the key 
learning areas include English, Mathematics, Science, Humanities and Social Sciences, Health 
and Physical Education, Languages, Technologies and the Arts. The seven general capabilities, 
noted as being relevant and important characteristics of 21st century learning (Australian 
Government Department of Education, 2015), consist of “literacy, numeracy, information and 
communication technology capability, critical and creative thinking, personal and social 
capability, intercultural understanding, and ethical understanding” (Australian Government 
Department of Education and Training, 2018). The cross-curricular priorities focus on 
“sustainability, Asia and Australia's engagement with Asia, and Aboriginal and Torres Strait 
Islander histories and cultures” (Australian Government Department of Education and Training, 
2018). Although all components constitute a unique three-dimensional approach to the Australian 
Curriculum, only the subject learning areas remain assessed (Nilsson, 2019). 
Australian schooling comprises two sectors: government (public) and non-government 
(private). Government schools are owned and operated by state/territory education authorities. 
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They receive most of their funding from the state/territory government but may also receive 
funding from the federal government. Non-government schools are owned and operated by non-
government bodies. They charge tuition fees, as well as receive public funding. Most of the 
public funding comes from the federal government, but many non-government schools receive 
public funding from the relevant state/territory government as well (Perry et al., 2018).  
Within the Australian education system, middle years schooling occurs from Years Five 
to Nine (Years 5-9)” (Shanks & Dowden, 2015). Middle school sectors or campuses are more 
commonly found at Australian private schools (de Jong & Chadbourne, 2007). Compulsory 
primary schooling in Australia runs from Pre-primary to Year Six and secondary school goes 
from Year Seven to 12 (Perry et al., 2018). Therefore, since Australia does not typically have 
middle schools, especially at public schools, the MYP is offered at combined schools (that has 
primary and secondary sectors in the same campus), at high schools and in some primary schools 
(Perry et al., 2018). 
1.4.2 IB in Australia 
In Australia, the IB curriculum framework was first introduced in 1979 at Narrabundah 
College in Canberra (Bagnall, 2005) to internationally mobile families. However, over time, 
when Australian universities in the Victorian state began recognising and accepting the IB as a 
suitable entrance requirement, more Australian schools began to offer an IB programme 
(Bagnall, 2005). Australian schools have adopted IB programmes due to their perceived 
academic rigor (Mayer, 2008; Tan & Bibby, 2012), accountability and standardization (Hallinger, 
Lee, & Walker, 2011; Perry et al., 2018) and, prestige and international recognition (Doherty, 
2012; Perry et al., 2018; Resnik, 2012).  
As of 29th September 2019, according to the IB’s facts and figures (IBO c, n.d.), there are 
a total of 192 IB World schools in Australia - 135 schools offer the PYP, 49 offer the MYP, 76 
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offer the DP and 3 offer the CP. Among these schools offering IB programmes, most are from the 
private sector (Kidson et al., 2018) – 66 are public (government) and 127 are private schools, 
with varying socioeconomic compositions (IBO c, n.d.). Even though Australia has the third 
largest number of MYP schools globally, the MYP is still the least implemented IB programme 
within Australia, and questions remain as to why it is not taken up more readily (Kidson et al., 
2018). 
The Australian Curriculum, Assessment and Reporting Authority’s (ACARA) 
Recognition Committee has distinguished the MYP’s unique way of delivering content and has 
mandated MYP schools to accommodate the content of the Australian content within the 
structure of their programme (IBSA, 2011). However, schools need to go beyond academics and 
promote an international outlook when adopting an international education (Thompson, 1998).  
The MYP provides the framework and the assessment criteria for each learning area; 
schools and teachers are expected to organise the content using the framework as a guide (Stobie, 
2007). While all schools in Australia must meet national and state/territory legislative 
requirements, non-government schools are granted more autonomy than government schools. It 
is likely that this increased autonomy makes it easier for non-government schools than for 
government schools to adopt and operate a particular educational philosophy or curriculum 
framework, including an IB programme. This in turn may explain why IB programmes are 
concentrated in non-government schools in Australia. 
1.4.3 Features of the MYP  
Beyond curriculum delivery, IB programmes assist students to develop various skills 
through the exploration of global contexts and conceptual teaching and learning. Similar to the 
Australian Curriculum, the MYP curriculum framework consists of eight subject groups, as 
shown in Table 1: language acquisition, language and literature, individuals and societies, 
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sciences, mathematics, arts, physical and health education, and design (IBO d, n.d.). Also similar 
to the three-dimensional Australian Curriculum, listed in Table 1, the MYP includes five cross-
disciplinary features and programs: Interdisciplinary Units (IDUs), Approaches to Learning 
(ATL), the Learner Profile, Service in Action, and the Personal Project in addition to the eight 
subject areas.  
Table 1 
Summary – Features of the Australian Curriculum and the MYP 
Features of the Australian Curriculum Features of the MYP 
Eight learning areas 
• Languages  
• English 
• Humanities and Social Sciences 
• Science 
• Mathematics 
• The Arts 
• Health and Physical Education  
• Technologies 
 
Eight subject groups 
• Language acquisition 
• Language and literature 




• Physical and health education 
• Design 
Seven General Capabilities 
• Literacy 
• Numeracy 
• Information and communication technology 
capability 
• Critical and creative thinking 
• Personal and social capability 
• Ethical understanding 
• Intercultural understanding 
 
Approaches to Learning (ATL) 
• Skills for research 





Key and related concepts 
 
IB Learner Profiles 
 
Three cross-curricular priorities 
• Aboriginal and Torres Strait Islander histories 
and cultures  
• Asia and Australia’s engagement with Asia 
• Sustainability 
 





Students engage in interdisciplinary units (IDUs), which allows them to reflect, 
consolidate, integrate, be critical and create new understanding in two or more subject areas 
(IBO e, n.d.). IDUs guide students to become creative, independent, and well-balanced, helps 
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them develop transferable skills and encourages students to explore the exchangeability of 
knowledge and perspectives (Bullock, 2011).  
The Learner Profile and ATLs focus on cognitive skills and capacities. ATLs focus on 
what and how students learn by developing self-management skills such as independent learning 
strategies, critical and creative thinking approaches, collaboration and risk-taking abilities (IBO 
f, n.d.). The IB Learner Profile is a set of ten attributes, which learners are encouraged to embody 
to be an effective, responsible, 21st century global citizen. The ten attributes listed by the IB are: 
inquirers, knowledgeable, thinkers, communicators, principled, open-minded, caring, risk-takers, 
balanced and reflective (IBO g, n.d.). The MYP learning areas, IDUs, ATLs and Learner Profile 
attributes are similar to the three-dimensional design of the Australian national curriculum (the 
key learning areas, the general capabilities and the cross-curricular priorities) and incorporates 
elements of best practices from around the world (Ledger, 2017).  
The last two programmes are Service as Action and the Personal Project. Service as 
Action is a community service program and is a central part of all IB programmes. Service as 
Action is not assessed, but students must complete it to be eligible to receive the IB MYP 
certificate (IBO d, n.d.). The MYP’s Personal Project, a 25-hour independent learning 
experience, encourages students to show their understanding and connections between traditional 
subject areas and the real world and foster intercultural understanding by engaging and 
strengthening their various ATL skills (IBO, 2014a). As part of the Personal Project, students are 
expected to “document their thinking, research process and development of their initial ideas by 
developing an outline of a challenging but manageable goal” (IBO, 2014a). Students must 
successfully complete the Personal Project in Year 5 of the MYP programme. It is externally 
moderated by the IB using four criteria (investigating, planning, taking action and reflecting) 
(IBO, 2014). 
IB MYP: LIBERATION OR SUFFOCATION? 32 
1.4.4 Assessments: IB versus national curriculum  
Assessments within the MYP are graded differently in comparison with those using the 
Australian curriculum. The MYP’s assessment standards are consistent worldwide and students 
are assessed based on a set of criteria, rather than as a comparison against the work of other 
students (IBO, 2015a). Students are numerically graded, from 1 (lowest) to 7 (highest) in the 
MYP using criterion-referenced rubrics (Visser, 2010), whereas in the Australian Curriculum, 
students receive A, B, C, D or E, with A being the highest grade. The IB requires teachers to 
assess students’ skills in each strand within each subject area multiple times to arrive at a 
balanced judgment of students’ level of achievement (Visser, 2010). 
1.4.5 IB professional development and employment 
The IB’s professional development (PD) plays an important role in helping teachers 
understand the IB philosophies, which in turn helps educators to implement these programmes in 
their classrooms successfully. In addition to training sessions carried out by IB-trained workshop 
leaders, teachers can take advantage of professional development courses and certification from 
highly reputable universities around the world (IBO h, n.d.). Along with learning about the IB’s 
programmes and pedagogy, these courses and certification provides further opportunities for 
teachers to interact with fellow educators and engage in self-reflection and learn from one 
another in a like-minded setting (IBO h, n.d.). 
Despite the availability of such PD opportunities for teachers, contractual teaching jobs 
and lack of IB teaching experiences can be a barrier in teaching these programmes. First, IB 
schools mostly employ teachers who have prior IB teaching experience, making it harder for 
non-IB experienced teachers to gain employment opportunities within an IB environment (IBO, 
2015b). Another issue stated in Barnett’s (2013) study is the instability among teaching positions 
at some schools, whereby teachers who are employed on a contract basis may not have a 
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permanent position regardless of how much a school has invested in their IB training. Therefore, 
many schools typically prefer to hire permanent teachers for IB positions, hence, restricting who 
can apply and be part of an IB teaching position (Barnett, 2013).  
On the other hand, when schools hire teachers with minimal or no IB teaching 
experience, it becomes a challenge, especially for the IB Coordinator, to influence these teachers 
to embrace the programme and its philosophies (Day, Townsend, Knight, & Richardson, 2016). 
Similarly, Lee, Hallinger, and Walker (2012) discovered that principals found it more strategic to 
hire teachers with prior IB teaching experience since they already understand the IB’s jargon and 
practices, allowing the principals to focus more on aligning teachers with their school’s 
philosophies and goals. Therefore, it is important to ensure that teachers are given on-going 
guidance, support and appropriate levels of professional development to successfully embrace 
the IB programmes within their classrooms. 
1.4.6 Critique of IB programmes 
The IB is often critiqued for its limited accessibility and typically elitist uptake (Coates, 
Rosicka, & MacMahon-Ball, 2007; Doherty, 2012). IB schools tend to attract students from 
socioeconomically advantaged backgrounds (Bunnell, 2008; Dickson, Perry, & Ledger, 2017; 
Kidson et al., 2018; Tarc, 2009a; Walker, 2011). For example, minority students are 
underrepresented in the DP programme in the United States, despite a marginal increase in the 
enrolment of Hispanic and low-income students in this IB programme in the past four years 
(Perna et al., 2015). Likewise, in Australia, most IB schools in Australia are situated in high 
socioeconomic areas and attract students from advantaged backgrounds (Dickson et al., 2017; 
Perry et al., 2018). The authors noted that 51% of Australian IB students are in the highest 
socioeconomic quartile and only 7% are in the lowest socioeconomic quartile (Dickson et al., 
2017). Additionally, families who want their children to pursue an IB programme can only enrol 
IB MYP: LIBERATION OR SUFFOCATION? 34 
them in private Australian schools as only some Australian states offer these programmes in 
government schools. Specifically, IB programmes at not available in government schools in New 
South Wales, Northern Territory, Tasmania and Western Australia (Dickson et al., 2017; Kidson 
et al., 2018; Singhal, 2017). These factors suggest that IB programmes may not be accessible to 
students from a range of backgrounds in Australia (Dickson et al., 2017).  
Moreover, researchers say that some schools are adopting IB programmes to create a 
form of “between-school differentiation” (Maire, 2016, p. 48). IB schools are generally related 
with affluent students from advantaged socioeconomic backgrounds, and therefore, these factors 
point to an issue of equity with IB programmes. In Western Canada, the IB curriculum was 
adopted by government-sector schools to form a private school atmosphere so that these schools 
could draw in the middle and high socioeconomic (SES) students and parents who valued a high 
academic standard (Tarc, 2009a). Likewise, the only IB school in Israel is private, Anglican and 
selects students from mobile families and advantaged Arab families living near Jerusalem 
(Resnik, 2008). Another critique was also pointed out by Tarc (2009a) who said that the IB is 
very Eurocentric. Similarly, Rizvi (2000) argues that the internationalist and globalist values 
promoted by the IB are not universally accepted and are western in their bias. 
Some Australian government schools have adopted IB programmes as an alternate 
offering to the Australian Curriculum, among which are three selective academies in Queensland 
that cater for the “best and the brightest” (Doherty, 2009; 2012). The IB curriculum framework is 
seen to groom students with values and skills that are deemed important in the global job market, 
which could explain why many middle and high SES families prefer to send their child to an IB 
school (Resnik, 2008). 
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1.4.7 Programme choice 
Schools worldwide choose curriculum frameworks such as the MYP and/or the other IB 
programmes for various reasons. In Sperandio’s study (2010), 54% of participants were attracted 
to the MYP for its “innovative program features” such as the “interdisciplinary/holistic approach, 
personal project, community service requirements, emphasis on creativity, areas of interaction” 
(p. 143). Other reasons stated by the 336 public and independent school administrators 
worldwide who took part in Sperandio’s study (2010), shared that they adopted the MYP as it fits 
well with their school’s philosophies and mission; increases global awareness throughout their 
school community; challenges students towards high academic standards; and, gives schools a 
distinct international prestige. 
IB programmes are also found to be advantageous for students in their university entry 
and schools adopt these programmes as a point of difference to retain their students from 
attending private schools. Other schools – whether streamed or not – adopted the IB curriculum, 
such as the IBDP, to provide students with the options to strategically choose between the IB or 
the local curriculum, whichever would optimise their academic achievement and are the most 
advantageous for their university admissions (Doherty, 2012). This was also suggested in Culross 
and Tarver’s (2011) study, where the faculty at a public high school in the US who offered the 
IBDP felt students who wanted to emphasise their academic work tended to enrol in this 
programme, since IB classes required more preparation, particularly for the extended essay. 
Urban and inner-suburban American government schools adopted the DP to attract or retain 
students from attending private schools and show their community that they are committed to 
maintaining high academic standards by taking on this IB programme (Conner, 2008). However, 
a criticism of this according to Doherty (2012) is that IB students tend to come from more 
affluent backgrounds and not all students may qualify to pursue the IBDP's admission criteria; 
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hence, in order to improve and increase access and equity so that students from less advantaged 
backgrounds are given a fair chance to study the IB curriculum, policies and programmes need to 
be implemented through proper planning and should be continuously overseen (Perna et al., 
2015).  
Other studies have also shared rationales for implementing IB programmes, such as: 
“educational philosophy, pedagogy, curriculum and assessment” (Wright, Lee, Tang, & Tsui, 
2016, p. 4); perceived academic rigour, prestige and pedagogical innovation (Monreal, 2016); 
curricula reform and strengthening academic excellence (Fox, 1998); students’ achievements, 
intercultural understanding and holistic learning (Walters, 2007); and, high academic standards 
and international outlook (Spahn, 2001). However, on the other hand, schools need to ensure that 
they make well-informed decisions about a suitable programme through a cost and benefits 
calculation and that it satisfies long-term needs (Datnow, 1999).  
1.5 IMPACTS OF THE IB ON TEACHING AND LEARNING 
First, there are limited number of peer-reviewed research articles focusing on the MYP 
within Australia. Second, to the best of my understanding, no studies to date have been 
conducted which seek to examine why schools have discontinued the MYP, either in Australia or 
anywhere else in the world. Therefore, the following sections will provide a general summary of 
the benefits and challenges of teaching and learning these programmes at schools worldwide. 
Additionally, the lack of existing MYP-specific research in these areas should demonstrate to the 
reader, the gaps that this thesis seeks to fill. A detailed literature review of the impact of IB 
programmes on teaching and learning can be found in Chapter Two of this thesis. 
1.5.1 Benefits of the IB 
Researchers have described various teaching and learning benefits of the IB in many 
publications. Studies have examined students’, teachers’, and school leaders’ perceptions of the 
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benefits of the IB for learning and teaching. This section summarises the findings of these 
studies. 
IB programmes are associated with numerous benefits for students and their learning. 
First, IB programmes encourage a broad, balanced and holistic learning environment (Hill, 
2006a; Kyburg, Hertberg-Davis, & Callahan, 2007; Perry et al., 2018; Wright et al., 2016) 
associated with real-life situations for students. Second, IB programmes encourage students to 
participate in collaborative inquiry and critical debate (Sizmur & Cunningham, 2013). IB 
programmes provide students with a holistic education which develops their international 
awareness and communication skills (Hayden & Thompson, 2001; Perry et al., 2018). Similar 
findings were found in earlier studies, noting that the MYP was known for its high academic 
reputation (Tan & Bibby, 2010; Wade, 2011; Wade & Wolanin, 2013). Furthermore, students in 
IB programmes are encouraged to extend themselves beyond rote learning and engage with 
inquiry-based learning and problem-solving, skills that are increasingly seen as necessary for 
citizenship in the 21st century (Burdic, 2012). Likewise, in another study conducted in Turkey, 
students at an international school welcomed the exchange of each other’s ideas during class 
discussions and from not having to memorise notes from their class boards, unlike their peers at 
a local school with traditional learning methods (O'Boyle, 2009). Last, schools may seek high-
quality educational opportunities with an international orientation through programmes such as 
the IB (Hallinger et al., 2011). Similarly, in Mayer’s (2008) paper, students claimed that the IB 
programme creates a conducive learning atmosphere where like-minded students have a common 
goal, to learn and succeed academically. 
There are also benefits for teachers teaching IB programmes, as reported by studies 
conducted in various national contexts. Teachers were drawn to the MYP because of the prospect 
for professional development opportunities, being able to network and collaborate locally and 
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internationally and moderate across schools (Sperandio, 2010; Walters, 2007; Wright et al., 
2016). Specifically, Sperandio’s (2010) research stated that schools were attracted to the MYP as 
it gives teachers clear guidelines and provided them with suitable professional development that 
is associated directly to the program. Similarly, teachers in other studies shared the benefits they 
experienced with teaching IB programmes: teachers become more innovative with their teaching 
strategies (Ateşkan, Dulun, & Lane, 2016); teachers valued interdisciplinary teaching and 
assessment methods (Behrenbruch & Harrison, 2013; Perry et al., 2018); teachers were able to 
adopt and engage with more inquiry-based teaching styles (Perry et al., 2018; Stillisano, 
Waxman, Hostrup, & Rollins, 2011); teachers were able to collaborate with their colleagues 
within and across departments to plan the curriculum (Sizmur & Cunningham, 2013) and 
teachers reduced their emphasis on standardised testing focused more on active learning 
(Stillisano et al., 2011). Moreover, assessments within the MYP’s framework allows for teachers 
to provide clear feedback to their students, allows for standardization and accountability and 
align teaching with assessment practices (Perry et al., 2018). 
Last, some schools who operate according to a national curriculum are deciding to adopt 
IB programmes as a way to improve the way they deliver their curriculum. For example, in some 
countries, such as Andorra (IBO i, 2017) and in Sweden (Williams, 2013), private and public 
schools adopt IB programmes so that it complements their national curriculum. Researchers 
recently investigated the impact, implementation and integration of the MYP with their national 
curriculum at eight private schools in Spain and found that these schools and their students 
benefitted from the concept-based learning and having a more comprehensive assessment system 
(Valle, Menéndez, Manso, Garrido, & Thoilliez, 2017). Additionally, at schools who have 
adopted the IB alongside their national curriculum, their school heads and MYP Coordinators 
shared that there were positive changes in their teaching and learning – the MYP helped students 
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engage and develop their critical thinking, communication and research skills (Perry et al., 2018; 
Valle et al., 2017). Even though some benefits have been identified, researchers have also 
identified some challenges with taking on IB programmes at their schools, and these ideas are 
discussed in the next section. 
1.5.2 Challenges of the IB 
While there are benefits and opportunities with teaching and learning IB programmes, 
some challenges and barriers have also been identified. First, a common difficulty is the amount 
of funding available to schools to implement these programmes (Barnett, 2013; Perna et al., 
2015). In the United States, as part of offering the DP programme, schools are required to have a 
high-level of financial commitment in terms of paying for the initial application fee, annual 
program fees and the examination fees, which can be challenging for schools since the 
availability of funds and resources differ between schools and districts (Perna et al., 2015). 
Similarly, the primary challenge in the implementation of the IB mentioned during interviews 
conducted at schools in Ecuador is the budget decrease from their Ministry of Education, which 
reduced professional development workshops for teachers, decreased in the IB teacher's 
motivation levels and prevented schools from not having enough funding to offer the programme 
to more than 25 students (Barnett, 2013). Students also raised cost factors in choosing whether to 
pursue an IB programme or a local national curriculum, as found by Paris’ (2003) study, as the 
IBDP was pricier, since it was offered mostly in private than public schools in Adelaide, 
Australia.  
Second, another challenge with implementing IB programmes is related to teachers’ 
teaching style. For example, experienced teachers at two Swedish public schools, who are more 
accustomed to traditional teaching approaches found the interdisciplinary approach of IB courses 
challenging and felt this was a complication when implementing IB programmes (Williams, 
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2013). Additionally, according to the teachers in a study by Azzam, Mason, Mansfield, Beckman, 
& Larson (2019), interdisciplinary planning and Service as Action is challenging to put into 
practice given the amount of time and logistical complexities involved. Echoing these findings, 
teachers and school leaders who are accustomed to a traditional teaching pedagogy, the 
conceptual MYP framework can be difficult and this challenge can translate to their explanation 
of the MYP to their school community and parents (Sperandio, 2010). Furthermore, Wolanin and 
Wade (2012) reported that teachers struggled with the inquiry-based teaching and the unfamiliar 
vocabulary used within the IB framework. 
The third challenge is associated with introducing IB programme(s) and teaching and 
learning it concurrently with a national curriculum. By running two programmes, the 
requirement to assess using two different systems, issues with timetabling and coping with 
national tests can pose difficulties (Williams, 2013). Such concerns have also been raised in other 
studies from Spain (Valle et al., 2017), the United Arab Emirates (Stevenson et al., 2017) and the 
UK (Sizmur & Cunningham, 2013). For example, integrating the local Dutch curriculum’s 
grading style with that of the MYP criterion-referenced grading format was challenging, 
according to teachers (Visser, 2010). Additionally, the integration of a national curriculum and 
the IB programmes created challenges with increased workload for teachers in the UK (Sizmur 
& Cunningham, 2013), in Australia (Perry et al., 2018) and in Spain (Valle et al., 2017). In 
addition to merging state and national requirements, other unique challenges arise from the high 
costs of professional learning and the resistance faced with introducing unfamiliar testing styles 
within IB programmes (Alford, Rollins, Stillisano, & Waxman, 2013). A recent study that 
explored the benefits and challenges of teaching and learning the MYP at Australian schools, 
where the MYP had to be aligned with the Australian national curriculum, showed that many of 
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the problems did not arise from the MYP’s philosophies but rather, stemmed from systemic 
support and the school’s structural issues (Perry at el., 2018). 
1.5.3 Managing challenges of the IB 
Some researchers have suggested strategies to manage such challenges. For instance, 
networking within the school can facilitate successful programme implementation (Sperandio, 
2010), since schools can share resources, engage with each other about their daily activities and 
discuss the challenges they may face. Furthermore, when implementing any new programme in a 
school, a vital component to ensure the effectiveness of the course lies in the hands of a stable 
school leadership and management team (Williams, 2013). Additionally, leaders, teachers and 
students should understand the MYP’s purpose so that they can understand it as being not an 
alternate framework but rather as a complimentary framework to the Australian national 
curriculum (Perry et al., 2018). Schools need to also acknowledge that adopting the MYP 
requires ongoing resources and financial support and time commitment (Azzam et al., 2019; 
Perry et al., 2018) and they should work towards streamlining the assessment and reporting 
processes for it to be sustainable (Perry et al., 2018).  
Also, IB Coordinators, specifically the MYP Coordinators in Visser’s (2010) study, are 
considered an important part of the administrative team as he/she should communicate the 
school's vision to its community and how the MYP is an integral part in helping the vision to be 
realised. Therefore, when schools often instigate changes and improvements, there are many 
factors that work together to influence the outcomes. An integral component of managing change 
at schools is to ensure that schools’ operational systems and processes are in place and 
continuously improved to meet the challenges of the 21st century. 
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1.6 THEORETICAL AND CONCEPTUAL FRAMEWORKS 
As my study examines a topic that has received little attention in the literature, I decided 
to take an open and exploratory approach and not be restricted by a preconceived theoretical or 
conceptual framework. I analysed the data inductively, seeking to generate new theoretical 
insights and hypotheses rather than testing theories and hypotheses as is done in deductive 
approaches. Once the analysis was complete, I sought theory to explain and interpret my 
findings. The theoretical lens that I deemed most relevant relates to school/curriculum reform 
and innovation. I also used a conceptual framework from the IB to organise and discuss the 
findings. This section summarises these two frameworks; additional details about these 
frameworks are described in Chapters Three, Four and Five.  
The theoretical lens about school/curriculum reform and innovation, discusses various 
factors that are a part of curriculum reform. I drew on the theoretical framework by Fullan’s 
Overview of factors affecting implementation (as cited by Altrichter, 2005), shown in Table 2. 
The theoretical framework was chosen since the data from the interviews pointed to a deficiency 
in the way the MYP was implemented at each school, as discussed in Chapter Three. Hence, the 
benefits and challenges could be explained by the factors outlined in Table 2. I used this 
framework to interpret and explain principals’, MYP Coordinators’ and teachers’ roles in 
innovation and implementation processes. 
The second conceptual framework is a summary of the MYP’s Standards and Practices 
(IBO, 2014b; Ledger, 2017), which I used to structure the findings reported in Chapter Five. I 
chose this framework because it provides a comprehensive summary of the key features of the 
MYP, allowing me to categorise participant responses to ensure that the essence of the 
programme was captured. 
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1.6.1 School/curriculum reform and innovation 
As part of school and/or curriculum reform, many internal and external factors work 
together to influence how change and implementation occurs at schools. Gundy and Berger 
(2016) suggested that introducing new teaching approaches and using materials are some 
examples of changes when carrying out innovations.  
This study’s overarching conceptual framework is based on Fullan’s Overview of factors 
affecting implementation (as cited by Altrichter, 2005), shown in Table 2. As outlined in this 
overview table, the first point discusses how the characteristics of the innovation itself affect its 
implementation. Such characteristics include the perceived level of need, clarity, complexity, 
quality, suitability and practicality. To be able to feel competent and certain with the new changes 
occurring, teachers appreciate concreteness within the initial implementation phase where 
teaching strategies and materials are well described (Altrichter, 2005) to guide them with 
expectations of the new methods and pedagogy. Innovations with higher levels of these 
characteristics will of course have a better chance of being implemented (Altrichter, 2005). 
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Table 2  
 
Fullan’s overview of factors affecting implementation (as cited by Altrichter, 2005) 
A. Characteristics of the innovation itself 
• (perceived or felt) need 
• clarity (about goals and means) 
• complexity 
• quality, contextual suitability and practicality 
 
B. Local characteristics 
• regional administration (e.g. school district) 
history of negative experiences 
adequate follow-through 
active knowledge and understanding 
active support 
• community characteristics 





• management (e.g. principal and school management team) 
level of commitment 
obtaining resources 
shielding from interference 
encouraging staff / recognition 
adapting standard procedures 
• teachers 
competencies and attitudes 
decision-making participation 
quality of collegial relationships 
• students' and other participants' competencies and attitudes 
 
C2. Organizational characteristics 
• compatibility of the innovation goals with the strategic goals of the organization 
• organizational structures and processes 
• system of incentives and career patterns 
• characteristics of the existing curriculum and assessment procedures 
• organizational culture 
 
D. Government and external agencies 
• quality of relationships between central and local actors 
• resource support and training 
Reprinted with permission from Münster, Germany: Waxmann 
 
The second set of factors shown in Table 2 relates to the characteristics of the school’s 
local community and the degree to which this wider community will be supportive of the change. 
School stakeholders – such as local and regional administrators, parents and other community 
members – who are motivating, offer conducive and supportive conditions and have a positive 
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attitude, will be more likely to enable a successful implementation (Altrichter, 2005). 
Furthermore, even though gaining community support can be challenging, support from the 
wider community and parents can endorse and contribute to reform effort and this helps to 
increase teachers’ and students’ motivation levels (Desimone, 2002). On the other hand, 
according to Tyack and Tobin (1994), the lack of such support from the community and parents 
is also related with the failure of such reforms. 
The third factor presented in Table 2 concerns organisational factors – how the 
management orchestrates the conditions for teachers to implement a change, how skilled and 
involved teachers are in making a change and how students respond to the change. Organisations 
with a high level of competencies and commitment from the administration and teachers, 
coupled with a body of students who are motivated and capable of embracing the change, will be 
far more likely to experience a successful implementation (Altrichter, 2005). Given their 
importance and direct involvement in school reform and curriculum implementation in their 
school and classrooms, the influence of school leaders and teachers will be discussed further in 
the next two subheadings in this section. Lastly, according to Table 2, the level of support 
provided to the school by government and external agencies will contribute to the school’s ability 
to implement change. For example, if quality relationships exist between external and local 
actors and government policy does not impede the school’s plans, then the school’s 
implementation will more likely be successful (Altrichter, 2005). 
In addition to these factors mentioned above, the notion of learning organisations is also 
discussed by other researchers. Successful 21st century schools have systems and structures that 
encourage staff to continuously learn, collaborate and apply new learnings in their practice 
(Silins, Mulford, & Zarins, 2002). Learning is a key factor for schools and staff members to 
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ensure that programme implementations are successful (Hallinger, 1998) and such learning 
organizations will help staff members develop and strengthen their capacity (Senge, 1990).  
Additionally, effective schools work towards achieving their goals by encouraging 
continuous improvement of their programmes and teaching practices, maintaining close working 
relationships with their parents and their wider community and providing sufficient 
administrative support for their staff members (Leithwood & Duke, 1999). With flexible 
approaches towards change and through teamwork and distributed leadership, decisions and 
problem-solving can occur effectively and sustainably (Senge, 2000).  
Schools who adopt the MYP are implementing a change. Therefore, the framework 
described above may be used to understand the factors contributing to whether the adoption of 
the MYP will likely be successful. As part of the MYP professional development plan, Moore 
(2017) suggested that coordinators, who are members of the school’s management team, can 
facilitate teachers’ learning by showing them the type of teaching the MYP expects and, through 
this experience, teachers may gain a better understanding of how to engage with such strategies 
in their own classroom setting. As part of school improvement, teachers need to become more 
involved, actively collaborate with each other and engage in collective learning practices 
(Sergiovanni, 2000) as this ensures the continuous improvement at schools (Bezzina, 2006). 
On the other hand, too many changes that occur quickly may not reap positive outcomes. 
When too many initiatives are implemented rapidly, teachers experience “constant overload, 
fragmentation, and mystery” and “even the most reform minded educators have difficulty 
figuring out what is meant by the latest fads as they burn out attempting to find coherence and 
meaning” (Fullan, 1995, p. 230). Furthermore, Fullan (2007) described the notion of an 
implementation dip, whereby staff members display a decreased level in their performance and 
confidence as they acquire new skills and knowledge as part of the innovation. Similarly, in their 
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report, Azzam and his colleagues (2019, p. 18) also described how schools experience 
“implementation plateaus” where school stakeholders face many constant difficulties in the 
implementation, which makes them continue with their “old ways” or get “stuck”. 
1.6.1.1 Leaders’ roles in the change process 
Any effective change process in schools needs to be headed by leaders with a vision. 
Effective schools and leaders are selective of the innovations so that they can implement, 
integrate and effectively coordinate these at their schools and provide support for their staff 
members (Fullan, 2000). Even though research shows that teachers have the most significant and 
direct influence on student achievements, school principals are the next most influential 
(Leithwood, Day, Sammons, Harris, & Hopkins, 2006). Therefore, leaders play a pivotal role in 
school change processes. School leaders can no longer do everything by themselves (Fullan, 
2007); hence, for long-term school reforms, leadership needs to be distributed among teachers 
(Gronn & Hamilton, 2004). According to Williams (2013), when principals, coordinators and 
teachers work collaboratively and take on a well-balanced role, they can implement the IB 
programme more effectively and successfully.  
Research that focused on schools in the US suggested that strong leadership was a key 
factor in the successful implementation of the DP (Gilliam, 1997). In another study, four 
leadership traits were identified by Riesbeck (2008) that contributed to the success of the DP at 
30 American schools – professionalism, promoting the IB programmes to the wider community, 
being enthusiastic about these programmes and role-modelling good public-relation skills. 
Jacobson and Bezzina (2008) found that principals “who led effective schools worked 
tenaciously to create safe and orderly learning environments; set clear instructional objectives; 
expect high performance from teachers and students through increased time on task; and develop 
positive home-school relations” (as cited in Jacobson, 2011, p. 34).  
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In addition to getting support from their senior leadership team, teachers found it 
beneficial from having a supportive middle management such as an IB Coordinator at their 
school whom they could learn and seek guidance from. The MYP Coordinator plays an essential 
role when schools adopt the MYP as part of their school reform (Visser, 2010). Almost half of 
the schools who took part in Visser’s (2010) study noted that their MYP Coordinators were a part 
of their schools’ leadership team, given a respectable status and were bestowed decision-making 
powers as part of the school reform process, whilst keeping in line with the IB rules and 
practices. As described by the IB and noted by Robertson (2011), IB Coordinators supervise the 
implementation and delivery of an IB programme and act as a bridge to connect all stakeholders, 
including the leadership team, teachers, students, parents and the IB. Teachers identified that 
their IB Coordinators also played an important role in the successful implementation of IB 
programmes by supporting their staff, positively promoting the IB programmes and its 
philosophies and were passionate about these programmes (Riesbeck, 2008).  
However, ample time must be given to IB Coordinators so that they are able to fulfil their 
role. For example, in an IB-commissioned research study carried out by Day et al. (2016), IB 
coordinators, specifically in the PYP programme, were carrying out this role as a part-time 
position and were teaching alongside this position, which impacted their ability to perform their 
Coordinator duties effectively. Moreover, in this study, IB Coordinators were not part of the 
senior leadership team and therefore were not involved in the school’s strategic decision-making 
processes, which further impacted their role (Day et al., 2016). Hence, Day et al. (2016) 
suggested that, to enhance the success of the PYP, Coordinators should be given an appropriate 
“time to lead” (p. 6) so that they can orientate their teachers with appropriate classroom practices 
and can provide ongoing professional development. Similarly, it was suggested in Azzam et al.’s 
(2019) study that MYP Coordinators should be given the time and capacity to become 
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pedagogical leaders and be supportive of teachers as part of the MYP’s implementation 
processes.  On the other hand, Robertson’s (2011) study revealed the benefits of giving the MYP 
Coordinators part-time teaching roles, since the Coordinators can model inquiry-based teaching 
practices and provide exemplars, which helped them foster trusting partnerships with their 
teachers.  
Research also highlights other ways for IB Coordinators and senior leadership team to 
increase teacher motivation. Moore (2017) suggested several factors that can increase MYP 
teachers’ autonomous motivation, such as perceived competence of the IB Coordinator, number 
of IB workshops attended, time allocated for the IB Coordinator to engage in the programme, 
amount of time spent by the school on implementing the programme and developing their 
teachers through professional learning sessions. Additionally, authors in another study suggested 
that effective school leaders could develop their staff by being supportive to staff members’ 
ideas, engaging in reflective practices, encouraging collaboration and staff involvement with 
decision-making and building relationships with parents and their external communities (Day et 
al., 2016). Authors in this study also mentioned that effective leaders should be directly involved 
with managing the teaching and learning by hiring skilled staff members, ensuring resources are 
available for their staff, being a role model of good practices around their school and observing 
students’ progress at school (Day et al., 2016). In summary, change will only take place if the 
teachers believe in and want the change to occur. Therefore, leaders must find ways to encourage 
their teachers to understand the need for such change to occur and embrace it (Terhart, 2013). 
1.6.1.2 Teachers’ roles in change process 
Teachers play a lead role in any change that occurs within their school. It is helpful for 
teachers to understand how their role plays a part in the larger system and how their actions have 
consequences on how well other aspects of the system function (Giles & Hargreaves, 2006). 
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Silns and Mulford (2002) suggested that to improve student learning, teachers must be 
empowered to be innovative in developing their students’ learning. Teachers can be empowered 
to contribute to positive educational change within their school and understand that through 
engaging in collaboration and developing their own learning, they can make a positive difference 
(Fullan, 2005). Through networking and relationship building, teachers can collaborate more 
effectively (Fullan, 2007) and improve outcomes for the school.  
Teacher motivation also plays a role in change processes, as being motivated helps 
teachers become change agents more effectively. In order to be successful in adopting the MYP 
as part of a school reform, schools must ensure that their teachers are motivated, well-trained, 
given ample time to plan and develop teaching materials and gain experience with the MYP, 
while complying with the MYP’s guidelines (Visser, 2010). There are many complex layers of 
the MYP that educators must understand and incorporate into their practice and having to 
accommodate these programme requirements can challenge educators’ intrinsic motivation 
(Moore, 2017). Teachers who are inspired by the MYP are more likely to operate with 
autonomous motivation, which reduces the need for school leaders to force the programme upon 
their teachers (Robertson, 2011). The approach taken for the change management needs to be 
motivational for the staff for positive results to occur (Fullan, 2006). Additionally, Fullan (1993) 
suggested four interrelated capacities that will help teachers develop as individuals and as an 
institution: personal vision-building where teachers are encouraged to continuously examine 
their aims; inquiry to fuel teachers with information and skills and instill lifelong learning as part 
of being a change agent; mastery as they attend workshops and training sessions to develop their 
knowledge and ideas to manage the change; be open-minded and collaborate on a small- and 
large-scale basis to help teachers master their learning from one another. 
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Professional collaboration stimulates teachers to work together and this learning process 
also influences student achievement. DuFour (2004) defined professional learning communities 
as: 
a systematic process in which teachers work together to analyze and 
improve their classroom practice. Teachers work in teams, engaging 
in an ongoing cycle of questions that promote deep team learning. 
This process, in turn, leads to higher levels of student achievement 
(p. 6). 
 
Reform efforts can be impacted by the establishment of professional learning communities, or 
the lack of it, at any school. Kruse, Louis, and Bryk (1994) argued that to support teachers who 
may have to cope with minimal resources, time constraints, and other impediments as part of 
school reform, having a school-based professional community is beneficial to motivate and 
support teachers to overcome any such obstacles. Additionally, while time provided to 
collaborate among teachers may not be the only factor for the success of any school 
improvement (Raywid, 1993), collaborative time is considered more crucial in embarking on and 
sustaining school improvement than factors, such as resources or professional development 
(Fullan & Miles, 1992). 
However, as part of innovation and school reform, some teachers may resist change for a 
variety of reasons. According to Zimmerman (2006), some of these barriers occur when teachers 
are unable to recognise the reasons for change to take place, habits hinder change, past 
unsuccessful attempts at change, being afraid of unfamiliarity that comes with change, fear of 
lacking knowledge and skills, possible effects on social relationships and distribution of 
resources to implement change in their schools. Clement (2014) also discussed a few themes that 
emerged in literature regarding teachers and educational change: teachers are generally negative 
towards mandated change as they feel these initiatives are forced upon them; teachers lack the 
opportunity to understand the purpose of such change and make meaning of them; and, teachers 
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can be cynical and often ignore changes, as their past efforts tend to feel obsolete with the 
current mandated reform. Therefore, investing effort into ensuring that teachers understand and 
appreciate why the change needs to occur at the school and how each teacher can positively 
contribute to better school outcomes is essential in improving the chances that the change will be 
a success.  
1.6.2 IB Standards and Practices 
The IB has established a set of Standards and Practices for each programme to ensure 
schools have the necessary systems in place to implement it successfully. The MYP’s Standards 
and Practices (IBO, 2014b; Ledger, 2017) state that schools need to ensure that they have 
philosophies that are aligned with those of the IB; leadership, structures and resources in place to 
support the implementation; supportive, collaborative planning and reflection opportunities; and 
curriculum, teaching, learning and assessments that reflect the IB’s philosophies (IBO, 2014b; 
Ledger, 2017).  
The IB acknowledges that the process of implementing an IB programme is unique for 
each school. According to the IB, even though schools can meet these standards and practices at 
differing levels throughout the MYP adoption journey, schools must show their commitment to 
meet each of the standards, practices and requirements highlighted for the IB programme (IBO, 
2014b). The MYP’s Standards and Practices were used to frame and provide a thematic guideline 
for reporting participants’ responses in Chapters Five and Six, similar to the approached used by 
Ledger (2017). These two chapters present the benefits, opportunities, challenges and limitations 
of teaching the MYP.  
1.7 METHODOLOGY 
Since this research project has been approached using a thesis by publication method, the 
following sections will briefly summarise the methodology undertaken for this study. An 
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extensive description of the methodology, such as the interview process, data coding and 
analysis, can be found in Chapters Two, Three, Four and Six, as it applies to each specific area of 
focus.  
1.7.1 Research Design 
Since there is limited existing research investigating the benefits, challenges and 
limitations of the MYP on teaching and learning, an exploratory qualitative research design was 
chosen for this study. This research design is useful for uncovering new hypotheses and findings 
in emerging areas of research (Marshall & Rossman, 2011). Qualitative research provides rich 
and detailed data and this helps to mediate the researcher’s own bias (Bogdan & Biklen, 1997). 
Additionally, I did not begin my research with a conceptual framework and used an exploratory, 
inductive approach to analyse the data about teachers’ and administrators’ perspectives. In this 
way, my approach was similar to the methods of grounded theory. 
Grounded theory encourages researchers to generate theory systematically (Glaser & 
Strauss, 1967), by using inductive strategies (Bogdan & Biklen, 1997; Charmaz, 1996) and 
having as few assumptions and pre-conceived notions about the data as possible (O’Boyle, 
2009). This approach was well-suited for this study since it is unique, under-developed, one not 
carried out previously, and seeks to gather data from schools who have let the MYP go. 
Grounded theory allows researchers to construct their own meaning from the data by formulating 
various explanations through focusing on different perspectives (Rennie, Phillips, & Quartaro, 
1988). Therefore, by adopting the grounded theory approach, categories can be generated from 
the data without any pre-determined hypotheses (Cohen, Manion, & Morrison, 2018; Charmaz, 
1996; Glaser & Strauss, 1967) and themes developed through the researcher’s interpretations of 
the data. Once the themes were identified, it became clear that I could use existing explanatory 
frameworks (Cohen et al., 2018), such as Fullan’s Overview of factors affecting implementation 
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(as cited by Altrichter, 2005), shown in Table 2, and the MYP’s Standards and Practices (IBO, 
2014b), to help make sense of, connect and explain the findings.  
1.7.2 Ethics 
Murdoch University and the associated Australian Department of Education granted my 
ethics approval to carry out this study. To maintain anonymity, pseudonyms are used in lieu of 
participants’ real names and the identity and location of each participating school will remain 
confidential. Additionally, participants in this study were not selected at random, but rather were 
chosen by their principals. I advised participants in an information letter that was given and 
signed by them before interviews commenced, that their involvement in this study is voluntary. 
Participants were allowed to discontinue their involvement at any time and were not required to 
provide an explanation for their withdrawal. In the letter, I also explained that if they withdrew 
from my study, any information they provided would be destroyed. 
1.7.3 Participants 
A total of 17 participants – four principals and/or deputies, three former MYP 
Coordinators (one from each school) and 10 teachers – took part in this study as shown below in 
Table 3. This table also lists the pseudonyms used in lieu of participants’ real names as part of the 
ethics requirements. Participants’ teaching experiences ranged from four to 48 years, and their 
MYP teaching experiences were between 6 months to 11 years. Among these, School 2 (S2) had 
only been involved with the IB programme for two years. 
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Table 3  
 









S1 Max 18 10 years Deputy Head of Middle School 
S1 Bob 19 18 months Director of Teaching & Learning 
S1 Nate 16 7 years Former IB Coordinator 
S1 Matt 21 5 years English teacher 
S1 Pete 48 11 years Mathematics teacher 
S2 Cory 30 Less than 6 months Principal 
S2 Adam 17 2 years Science teacher 
S2 Joy 5 2 years Indonesian teacher 
S2 Valerie 12 2 years Former IB Coordinator 
S2 Kelly 10 2 years Head of Technologies 
S2 Rose 11 2 years Science teacher 
S2 Sandy 16 2 years Dean of Science 
S3 Dolly 20 3 years 
Deputy Principal and Former IB 
Coordinator 
S3 Bill 10 6 years PE/Health/Arts teacher 
S3 Deb 4 2.5 years Year 6/7 teacher (all learning areas) 
S3 Janice 8 6 years Year 8 - 10 English/Humanities teacher 
S3 Ray 20 11 years 
Director of Studies (Innovation and 
Pedagogies) 
 
The principal from each of these schools nominated three to four staff members, 
including their former MYP Coordinators, to participate in the face-to-face interviews. No other 
selection criteria were provided to choose the participants since I felt the principal was in the best 
position to identify staff members who were a part of their school’s MYP journey. Even though 
this study’s sample size is small, these schools’ demographic and economic characteristics 
differed significantly, which allowed for rich and insightful responses from each participant.  
1.7.4 Schools  
Purposive sampling techniques (Creswell, 2008) were utilised to recruit the three 
participating Australian schools. Using the details provided by the IBO, I contacted all five 
Australian schools that had discontinued the MYP within the past two years. Among those, three 
of these schools accepted the invitation to participate in the study. These participating schools are 
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in two states – S1 and S3 are from the same Australian state and S2 is from another state in 
Australia. As shown in Table 4, these schools have varied SES profiles, are from private and 
public school sectors and enrol students from Kindergarten to Year 12. Additional details of each 
of these participating schools, gathered from the federal government’s MySchool website, is 
displayed below on Table 4.  
Table 4  
 
Background of the three participating schools 
















































































































































































































($14,032) 1152 1 68 High 5 7 
S2 Private 
$6,954 
($4,978) 1073 9 32 Middle 7 2 
S3 Public $475 ($340) 928 50 5 Low 5 3 
 
The Index of Community Socio-Educational Advantage (ICSEA) scores shown on Table 
4 are assigned to schools to provide a parameter of the socio-educational backgrounds of 
students at each school (ACARA, 2015) and each school’s score is an average of all students in 
that specific school (ACARA, 2011). The ICSEA scores are calculated based on these factors: 
“parents’ occupation and education, school’s geographical location and the proportion of 
Indigenous students a school caters for” (ACARA, 2017). ICSEA scores range from 
approximately 500, which represents extreme educational disadvantage to about 1300, which 
signifies extreme educational advantage (ACARA, 2011).  
School 1 (S1) is a prominent, private, high-fee, Christian-affiliated, single-sex college 
situated in a central metropolitan area in Australia’s “State A”. S1 has an ICSEA score of 1144 
and caters for domestic and international students. S1 educates students aged two to 18 years old 
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and their Middle School is for Years Seven to Nine. When S1 formed a new middle school 
section within their college, they decided to adopt the MYP. The school’s Director of Teaching & 
Learning said they adopted the MYP “to fix a non-rigorous academic curriculum and as a unique 
selling point of being the only 3-programme school in this state.” But after conducting an 
internal review, they decided to discontinue the MYP in 2009. However, S1 is still running the 
PYP and the DP. 
School 2 (S2) is a private, Christian-affiliated, mid-fee, co-educational college located in 
a metropolitan suburb in Australia’s “State B”. Their Middle School caters for students in Years 
Seven to Nine. This school adopted the MYP in 2015 at the direction of their former principal for 
various reasons. The former principal felt it might be a “strategic initiative to improve academic 
results and standing in the community” (Cory, current principal). Cory added that the former 
principal wanted to “position S2 as a premier college in the local community based on a model 
that was built on a strong international flavour and a desire by the principal and board at the time 
to increase academic results.” S2 discontinued the MYP two years after adopting it in 2015. They 
currently do not run any IB programmes at their college.  
School 3 (S3) is also in Australia’s “State A”. S3 is a co-educational, public school, 
situated in an outlying suburb within this state. It enrols students from birth to Year 12. Unlike 
the above two schools, S3’s Middle School caters for students in Years Six to Nine and has a 
much lower SES profile. S3 adopted the MYP in 2012 as a leader at the time felt it was “a good 
opportunity to pull in a different clientele and take them away from sending their kids to private 
school and instead send them to the state school” (Ray, Director of Studies). However, S3 
discontinued the MYP after three years and currently do not run any IB programmes. 
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1.7.5 Data Collection 
To gather an in-depth understanding from stakeholders regarding why schools 
discontinued the MYP and find out about the benefits, challenges and limitations of teaching and 
learning the MYP, semi-structured interviews were carried out (Creswell, 2012). Each face-to-
face interview was between 30 – 80 minutes. I used two interview schedules, as shown in 
Appendix 1 and 2, with the questions varying slightly for the teachers and the school 
administrative team. Each interview schedule comprised three main sections and questions were 
broad to encourage participants to reflect and share their experiences with the MYP.  
The first question in the first section allowed participants to share their background and 
provide information on their teaching, training and leadership. The second question and its sub-
questions were focused on the impact of the MYP on teaching and learning at each of their 
school. Among these questions, participants shared about the benefits, challenges and barriers of 
teaching and learning the MYP. The third section of the questionnaire, question three onwards, 
were aimed to encourage participants to extend their reflection on their experiences with the 
MYP at their school, share reasons why they had decided to discontinue the MYP and lastly, 
provide recommendations.  
1.7.6 Data Analysis 
To systematically code and analyse the interview data, a qualitative analysis software 
program, NVIVO, was utilized. A thematic analysis method was used to analyse the interviews 
(Braun & Clarke, 2006) and the data was coded for keywords, themes and concepts (Creswell, 
2012). I then reviewed each participant's response to each question and compared these to 
identify similarities, differences and other possible school-specific patterns across the sets of data 
(Charmaz, 2003). Additionally, I used two frameworks to organise the discussion of my findings: 
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the MYP’s Standards and Practices (IBO, 2014b) document: Philosophy, Organisation and 
Curriculum, and theory about school/curriculum reform and innovation.  
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CHAPTER 2: 
IMPACTS OF INTERNATIONAL BACCALAUREATE PROGRAMMES ON 
TEACHING AND LEARNING: A REVIEW OF THE LITERATURE 
 
The following is a modified version of the published paper:  
Dickson, A., Perry, L. B., & Ledger, S. (2018). Impacts of International Baccalaureate programmes 
on teaching and learning: A review of the literature. Journal of Research in International 





International Baccalaureate (IB) programmes are growing rapidly worldwide, driven in part by 
their global reputation and concept-driven, inquiry-based approach to teaching and learning. This 
thematic review of a range of literature sources examines the impact of IB programmes on 
teaching and learning, highlighting trends, challenges, and benefits. Findings of the review 
revealed that most of the studies, both qualitative and quantitative, examined stakeholders’ 
perspectives or self-reported experiences of IB programmes; a very small number used research 
designs that control for confounding factors or allow causal inferences to be drawn. A wide 
range of stakeholders report that IB programmes develop research and critical thinking skills, 
intercultural appreciation and global awareness, as well as cultivate collaborative working 
cultures and creative pedagogical practices among teachers. Challenges include extra demands 
on teachers for lesson planning and assessment, additional stress for teachers and students, and 
competing demands and expectations with national requirements. Recommendations are 
provided which may guide future research endeavours.  
KEYWORDS 
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2.1 INTRODUCTION 
The International Baccalaureate (IB) is a non-profit organisation that has been providing 
educational programmes around the globe for fifty years. Introduced initially in the form of the 
Diploma Programme for students in the final two years of secondary school, the original aim of 
the IB was to provide a reputable and internationally transferable school qualification for 
expatriate, globally mobile families (Resnik, 2009). The IB has grown in popularity over the last 
few decades and is now offered in almost 5,000 schools in more than 150 countries (IBO b, n.d.). 
Currently, the US has the largest number of IB schools in the world, followed by Canada. 
Together, these two countries account for 45% of all schools worldwide that offer at least one of 
the IB programmes: Diploma Programme, Career-related Programme, Middle Years Programme 
and Primary Years Programme (IBO b, n.d.).  
A number of claims pertaining to the quality of the IB programmes are often made. First, 
IB programmes enjoy a positive reputation as rigorous, concept-driven, inquiry-based 
pedagogical frameworks that develop students’ knowledge, academic/cognitive skills, attitudes 
and values (Ledger, 2017). According to Erickson (2008), concept-based learning allows 
students to form conceptually deeper understandings by analysing, synthesising and generalising 
facts. Second, IB programmes are also considered by many to offer quantifiable academic 
preparation for university, lifelong learning, and life as a global citizen (Bunnell, 2015). Third, 
many parents believe IB programmes offer a rich curriculum while developing students’ cultural 
fluency (MacKenzie, 2010) and ability to compete in a global market (Hayden, 2011).  
Furthermore, they are positively regarded by prestigious universities (Doherty, Luke, Shield, & 
Hincksman, 2012). Last, with rigorous academic preparation along with an emphasis on 
independent research, intercultural skills, community service and a philosophical/ethical 
component, IB programmes are seen as a “platinum standard” of education (Bunnell, 2015) and a 
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welcome antidote to a narrow “back to basics” approach that has become common in many 
schools with the rise of standardised testing regimes (Dickson et al., 2017).  
However, does literature validate these IB claims? This article reviews the research 
literature about the impact of IB programmes on students and learning and teachers and teaching. 
While the number of schools that offer IB programmes are increasing across the globe, a 
comprehensive review of the literature about impacts of IB programmes on teaching and learning 
is missing (Ledger, 2017). A systematic and comprehensive review of the literature is also 
important since growing numbers of policymakers and foundations are seeing the IB as a 
powerful tool for raising educational outcomes and developing the skills and attributes that are 
becoming increasingly necessary in the 21st century (Rizvi et al., 2014). As described by Perna et 
al. (2015), for instance, the US Department of Education and the Gates Foundation have invested 
millions of dollars to support low-income students’ access and capacity to be successful with the 
IB, while the Ecuadorian Ministry of Education is seeking to increase the number of public high 
schools that offer the IB as a mechanism for increasing pedagogical rigor and quality (Barnett, 
2013). The time is therefore ripe to examine comprehensively how IB programmes are related to 
teaching and learning processes and outcomes. We anticipate that the findings of our review will 
be useful for researchers and policymakers as well as key stakeholders such as school leaders, 
teachers, university admissions officers, and families. In concluding, we provide 
recommendations for further research in the field. 
2.2 CONTEXT 
The philosophy of the IB is to provide a holistic education that develops students’ values, 
academic skills and disciplinary knowledge. Its mission statement seeks to cultivate students’ 
academic and personal development, with an emphasis on intercultural understanding, global 
mindedness, and engaged citizenship both locally and globally:  
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The International Baccalaureate aims to develop inquiring, 
knowledgeable and caring young people who help to create a 
better and more peaceful world through intercultural 
understanding and respect. To this end the organization works 
with schools, governments and international organizations to 
develop challenging programmes of international education 
and rigorous assessment. These programmes encourage 
students across the world to become active, compassionate and 
lifelong learners who understand that other people, with their 
differences, can also be right. (IBO, 2018a) 
 
The IB’s four programmes cater for primary and secondary students. The Diploma 
Programme (DP, for ages 16-19 years) was in 1968 the first programme to be offered, followed 
by the Middle Years Programme (MYP, for ages 12-16 years) in 1994 and the Primary Years 
Programme (PYP, for ages 3-12 years) in 1997. In 2012, the Career-related Programme (CP, 
ages 16-19 years) was established for upper secondary students who are engaged in career-
related study as an alternative to the DP (Bunnell, 2015). As the newest offering, the CP is as yet 
the least commonly offered IB programme. The DP is the most popular of the four IB 
programmes and is offered in more than 3,000 schools across the globe (IBO b, n.d.). Although 
the DP has grown enormously in public schools in the USA and in Canada (Resnik, 2012), in the 
UK it has declined in numbers, particularly in government (public) schools (Bunnell, 2015). 
Overall, the number of schools worldwide that offer an IB programme is growing (Hayden, 
2011). Between 2012-2017, the number of IB programmes worldwide increased by 39% (IBO b, 
n.d.). 
The DP is an eclectic mix of academic models that “maximizes choice (American 
model), offers depth at a level of university freshmen or sophomores (British model), and 
includes major areas of arts, sciences, and technologies (French model)” (Bruce, 1987, p. 80). 
The DP’s prescribed curriculum only contains information regarding the learning content; 
schools are given autonomy to decide how the curriculum is implemented (IBO b, n.d.). The DP 
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includes external assessments such as case study, short response, essay and text response style 
questions as well as internal assessments such as fieldwork, oral work and artistic performances 
(IBO, 2018b). DP examinations allow students to demonstrate an understanding of their thinking 
processes rather than the recitation of knowledge (Conner, 2008; Doherty, Mu, & Shield, 2009), 
hence enabling teachers freedom to explore a wide range of topics and approaches (Zemplén, 
2007), within the parameters of the DP’s prescribed curriculum. The DP has a reputation for 
academic excellence that balances breadth (a liberal arts curriculum) with specialisation (Resnik, 
2012; Tookey, 1999). In addition to studying subjects across six curricular areas (language and 
literature in a language in which the student is already competent, a learned language, social 
science, experimental science, mathematics, humanities), DP students undertake two additional 
compulsory components, Theory of Knowledge (TOK), and Creativity, Activity, Service (CAS), 
which serve to develop research and critical thinking skills (Perna et al., 2015). DP students 
produce an Extended Essay based on a topic of their choice in their final year. 
The PYP and the MYP do not prescribe a particular curriculum content, but they stipulate 
standards for how content should be taught and assessed by teachers. PYP students carry out an 
in-depth, collaborative project called the PYP Exhibition, and MYP students undertake a 
Personal Project. While the IB does not moderate grades or set examinations in the PYP, as of 
2016, the MYP’s Personal Project is externally moderated (IBO, 2018c). There is also a non-
compulsory MYP eAssessment that schools can register for to assess students’ work in other 
aspects of the MYP (IBO, 2018c).  
60% of IB schools are located in the IB Americas region, 23% in the Africa, Europe and 
Middle East region, and 17% in the Asia Pacific region (IBO b, n.d.). Table 5 lists the top 15 
countries with the largest number of schools that offer one or more IB programmes. By a wide 
margin, the US has the largest number of schools that provide an IB programme (n = 1,796), 
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followed by Canada, Ecuador and Australia. The large number of IB schools in Ecuador is a 
relatively recent phenomenon and is a direct result of the Ministry of Education embracing the 
IB as a vehicle for educational reform. The Ecuadorian government views the IB as a way to 
increase rigour and quality in its schools and is seeking to offer the DP in as many of its public 
schools as possible (Barnett, 2013). The large number of IB schools in India, China, and 
Indonesia is a reflection of their large population size. To illustrate this dynamic, we calculated 
the “density” of IB schooling for countries listed in Table 5, as a ratio of the number of IB 
schools (column 7, Table 5) to its population size (column 10, Table 5). This ratio is listed in 
column 11 of Table 5, with higher values indicating more IB schools relative to population size. 
Thus, Ecuador has the highest density of IB schools among the countries listed in Table 5, 
followed by Canada, Australia, Switzerland and the US. Other countries not listed in Table 5 also 
have a high ratio of IB schools relative to their population size. These include, for example, 
Norway (38 IB schools and population of 8.2 million, giving a ratio of 5.73) and United Arab 
Emirates (42 IB schools and population of 6.1 million: a ratio of 6.89).  
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Table 5 
 
15 countries with the most IB schools (IBO, 2018d and CIA, 2018) 
 
Also included in Table 5 is the number of schools that offer each of the four IB 
programmes in the selected countries. The number of schools that offer each of the four 
programmes (columns 3-6 of Table 5) is usually greater than the total number of schools that 
offer an IB programme (column 7 of Table 5). This is because some schools offer more than one 
IB programme. As can be seen in this table, the prevalence of the four programmes varies 
substantially cross-nationally. In some countries, such as the UK and Spain, the DP is the 






















US 1971 542 651 920 96 1796 1697 95% 326.6 5.50 
Canada 1974 84 173 174 3 372 309 83% 35.6 10.45 
Ecuador 1981 13 15 265 0 265 203 77% 16.3 16.26 
Australia 1978 128 45 71 1 183 65 36% 23.2 7.89 
India 1976 75 28 121 0 143 0 0% 1281.9 0.11 
China 1991 58 36 99 2 126 22 17% 1379.3 0.09 
UK 1971 11 12 107 39 113 61 54% 65.6 1.72 
Mexico 1980 58 38 71 5 111 4 4% 124.6 0.89 
Spain 1977 17 17 105 1 108 30 28% 49.0 2.20 
Germany 1971 27 12 74 2 79 29 37% 80.6 0.98 
Turkey 1994 28 11 44 0 64 4 6% 80.8 0.79 
Japan 1979 26 14 37 0 54 5 9% 126.5 0.43 
Indonesia 1978 31 17 39 1 53 0 0% 260.6 0.20 
Peru 1987 10 7 52 1 53 24 45% 31.0 1.71 
Switzerland 1971 14 11 43 3 47 7 15% 8.2 5.73 
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such as China, India and Mexico have a relatively even spread across the PYP, MYP and DP. 
Only the US and UK have large numbers of the CP. Australia is the only country included in 
Table 5 where the PYP is more prevalent than the DP. 
As seen in Table 5, IB programmes are offered in both public and private schools. The 
proportion of IB schools that are public ranges widely across the countries. Most IB schools in 
the US, Canada and Ecuador – the three countries with the largest number of IB schools – are 
public (95%, 83% and 77% respectively). In other countries, however, IB programmes are more 
commonly located in private, non-government schools (Lee et al., 2012). Data from Table 5 
show, for example, that the proportion of IB schools that are private in Australia is 64% and in 
Mexico 96%, while Indonesia and India have no public IB schools.  
Regardless of sector, most schools that offer IB programmes cater to middle-class and 
professional families (Walker, 2011). Even in schools that enrol students from diverse ethnic and 
socioeconomic backgrounds, which includes many IB schools in the US (Conner, 2008), 
students from higher socioeconomic backgrounds are over-represented (Kyburg et al., 2007; 
Perna et al., 2015). IB schools are often concentrated in major metropolitan areas, with very 
limited access in rural areas, as has been found in the US (Thier, 2015) and Australia (Dickson et 
al, 2017). Related to these demographic trends, many high schools that offer the DP restrict it to 
high-performing students (Green & Vignoles, 2012). The IB requires the PYP to be provided to 
all students in the age range; although it recommends that the MYP be provided to all students. 
Schools have discretion to offer it selectively. 
2.3 METHODOLOGY 
This paper follows Kitchenham and Charters’ (2007) six steps that frame most methods 
of conducting systematic thematic reviews: it identifies the purpose of the review and research 
question; the literature search identifies range and scope; screens for inclusion and exclusion; 
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assesses quality; extracts data; and analyses and synthesises data. Three key reflective 
dimensions of rigour, relevance and methodological coherence exist between these six steps 
(Paré, Trudel, Jaana, & Kitsiou, 2015). The purpose of the study was to scope literature on the IB 
to reveal its benefits and challenges for teachers and teaching, and students and learning, with the 
aim of revealing emerging trends, gaps and future research endeavours. The study addresses the 
research question: What is literature saying about IB impact on teaching and learning?  
Our thematic review of empirical studies published in peer-reviewed research journals or 
books included qualitative, quantitative and mixed methodologies – essentially those studies that 
collected and analysed data. We excluded non-empirical studies (i.e. studies that did not analyse 
data) such as conceptual analyses, theoretical expositions, opinion pieces and programme 
descriptions. We also excluded empirical studies that did not assess impacts (either perceived or 
independently measured) on teaching and/or learning. Finally, to ensure rigour and credibility, 
we excluded reports and working papers that were not published in peer-reviewed research 
journals or books. We also decided to limit our review to articles published in English due to the 
practical inability to review studies in other languages. 
We included articles that examined whether IB programme(s) are related to changes in 
learning and teaching, broadly defined. We searched a wide range of educational databases 
including ERIC and Proquest, using International Baccalaureate as the main keyword in either 
the title or the abstract. Subsequently, additional keywords such as teaching, learning, challenges 
and/or benefits were included individually to complement the main keyword. We referred to the 
reference lists in relevant articles for additional publications that met our search criteria. As a 
result of this search process, a total of 58 articles from a range of national contexts were found 
suitable for inclusion. The cumulative review compiles empirical evidence to map bodies of 
literature and draw conclusions related to IB teaching and learning (Templier & Paré, 2015). The 
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58 articles were reviewed thematically to uncover categories, patterns, relations and general 
characteristics in order to generate themes related to the impact of IB programmes on teaching 
and learning. The table in Appendix A highlights the list of all articles and the main 
characteristics of their research designs and national contexts. 
2.4 RESULTS 
Of the 58 articles in our review, tabulated in Appendix A, approximately 31% of the 
studies were conducted in the US; overall, the studies were conducted in 31 different countries 
representing a variety of geographical areas.  Another four studies in our sample included 
participants across the globe, without specifying particular countries. One of these studies, by 
Wright et al. (2016), included participants from 54 countries. In terms of research design and 
methodology, 58% of the articles were qualitative, 22% were quantitative and 20% utilized 
mixed methods.  Most of the studies in our review are about impacts on students and learning: 
67% of the studies examined students and learning, 29% examined teachers and teaching, and 
3% (two articles) examined both. Table 6 shows the percentage of articles that featured particular 
IB programmes. It is worth noting that no studies about the CP were found, due most likely to its 
recent addition to the IB suite.  
Table 6 
Proportion of articles by IB programme 
IB Programme Proportion of articles 
DP 76% 
MYP & DP 3% 
MYP 3% 
PYP 11% 
Full continuum 7% 
 
The following sections present findings about perceived and/or measured impacts of IB 
programmes on 1) students and learning processes and 2) teachers and teaching processes. 
IB MYP: LIBERATION OR SUFFOCATION? 70 
2.4.1 Impacts on Students and Learning 
In this section we review the 39 articles in our sample that examined impacts of IB 
programmes on students and learning. Most of these studies focused on the DP and examined 
stakeholders’ perceptions of impacts. A range of academic, cognitive and affective outcomes 
were examined, such as academic achievement and attainment, critical thinking and research 
skills, intercultural understanding and global mindedness, community service, time-management 
and learning skills. Most of the impacts examined were positive, but challenges and barriers were 
also found. 
2.4.1.1 Academic performance  
IB programmes are highly regarded in part because graduates typically have very good 
academic outcomes. At the same time, it is well known that IB students are not typical. They 
tend to come from higher middle-class or professional families, and, as is well known, students 
from these backgrounds have higher academic outcomes, on average, than their peers from lower 
socioeconomic backgrounds. In many high schools, the DP is a selective programme that is 
restricted to high-achieving students, as shown in studies conducted in Australia (Doherty, 2012), 
Canada (Poelzer & Feldhusen, 1996) and the US (Perna et al., 2015; Kyburg et al., 2007). 
Alternatively, the DP may be offered to all students at a given high school, but the school itself 
often serves high-achieving students from privileged social backgrounds (Bunnell, 2008; Walker, 
2011). In both of these scenarios, the strong academic outcomes of IB students may be derived 
partially or even wholly from their own individual characteristics rather than from the IB 
programme (Green & Vignoles, 2012). Controlling for student characteristics, especially prior 
academic achievement, is thus important when attempting to disentangle the effects of IB 
programmes on student outcomes. Few studies to date have been able to do this, however. 
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For example, Green and Vignoles (2012) found that university students in the UK who 
had studied the DP had higher grades in university than students who had completed A-levels, 
the traditional pathway for university admission. While their analysis controlled for many 
potentially confounding factors, including parent occupation, they were not able to control for 
students’ prior academic ability. The authors therefore cautioned that the superior performance 
of IB students at British universities is not necessarily the result of the DP but could instead be a 
reflection of IB students’ superior academic abilities compared to their peers. Ruling out this 
possibility can only be done by controlling for prior academic performance or ability. 
We were able to find only one study published in a peer-reviewed journal or book that 
controlled for prior academic ability/achievement and student background characteristics 
including family income and/or socioeconomic status. This study was conducted by Saavedra 
(2014) in the US. It included more than 15,000 students in Chicago public schools, out of which 
22% were IB students from 2003 to 2007. The study controlled for prior academic ability and 
family income, gender and ethnicity. Her results showed that the DP increased student academic 
achievement and attainment in three ways: the chance of graduating from high school increased 
by 20%, scores on an externally assessed aptitude test that is commonly used by American 
universities for admitting students (the ACT) increased by .54 standard deviations, and university 
participation rates within two years of high school graduation increased by 38%. These are 
remarkable outcomes, especially since many of the students in Saavedra’s (2014) study were 
from low-income families. Further such research in other contexts would be very fruitful. 
2.4.1.2 University study  
Students, teachers and university administrators perceive that IB programmes prepare 
students well for university study and enhance their opportunities for gaining admission to a 
wide range of universities. Studies have found that teachers believe that pursuing the IB 
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facilitates students’ international mobility (Hayden & Wong, 1997), as do students (Doherty et 
al., 2009; Paris, 2003). Students also believed that studying the DP could improve their 
university admission test score (Paris, 2003) and more generally, provide excellent preparation 
for university study (Saavedra, Lavore, & Flores-Ivich, 2016; Tarc & Beatty, 2012; Taylor & 
Porath, 2006). Fitzgerald (2015) found that university admissions officers at Canadian 
universities had favourable perceptions of the DP, believing that it is more challenging and offers 
better preparation for university than non-IB curricula.  
2.4.1.3 Curriculum  
Studies have examined stakeholders’ perceptions of the curriculum associated with the 
DP. Wright and Lee (2014) found that students and teachers appreciated the freedom provided by 
the DP for students to explore their interests. In other studies, students reported that the DP offers 
a curriculum framework that allows them to experience a balanced education (Tarc & Beatty, 
2012) and study concepts in depth (Taylor & Porath, 2006). Tarc and Beatty (2012) also found, 
however, that some students believed that curricular choices were limited in the DP.  This 
perception likely derives from the DP’s requirement that students study subjects from six core 
groups: (1) Language and literature, (2) Language acquisition, (3) Individuals and societies, (4) 
Experimental sciences, (5) Mathematics and (6) The Arts. On the other hand, James (2007) noted 
that this requirement may increase the number of students who study a STEM subject, especially 
in countries where students typically specialise in either STEM or humanities/social sciences. 
2.4.1.4 Creativity, critical thinking and inquiry skills  
Creative and critical thinking is prominently featured within IB programmes.  As 
described by Wright and Lee (2014), IB programmes offer many opportunities for cognitive 
skills such as creative and critical thinking to be developed among students.  Rather than 
focusing on rote memorisation of facts, IB programmes provide opportunities for active learning 
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and encourage students to conduct their own inquiry, think critically and independently, and 
apply their knowledge to understand local issues.  
Studies conducted in a range of national contexts including Australia, Canada, China, 
India, Romania and the US have found that students, teachers and school leaders perceive that 
the DP develops these skills and capabilities in students. This perception was reported by 
teachers (Holman, Pascal, Bostan, Hojbota, & Constantin, 2015; Wilkinson & Hayden, 2010; 
Wright & Lee, 2014) and students (Gan, 2009; Hertberg-Davis & Callahan, 2008; Saavedra, 
2016; Tarc & Beatty, 2012; Taylor & Porath, 2006; Wilkinson & Hayden, 2010; Wright & Lee, 
2014). It was also found among school leaders. For example, Resnik (2012) reported that one 
school extended the critical thinking components of the IB to all students, including those who 
were not enrolled in the DP, because they believed it developed these skills.  
Studies have also shown that PYP and MYP students are provided with opportunities to 
engage in active learning. Hamm, Cullen, and Ciaravino (2013) described the learning activities 
implemented to develop students’ research skills at a primary school in the US. At an 
international school in Turkey, Year 7 students appreciated not being required to memorise notes 
written on the class board, enjoyed the discussions within the classroom where opinions were 
exchanged and heard and, generally, students took more responsibility for their learning and 
completing their tasks than in a traditional local school (O'Boyle, 2009). Students at another 
international school reported that they developed an awareness of complex issues around the 
world through using their inquiry and analytical skills (Palmer, 2016).  
We found only one study that attempted to extend the evidence base beyond participants’ 
perceptions and experiences by measuring and comparing the critical thinking skills of IB 
graduates with their non-IB peers. This study was conducted by Cole, Ullman, Gannon, and 
Rooney (2015) in Australia using the Critical Thinking Strategies Scale (CTSS) and a five-item 
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‘‘Critical Thinking’’ subscale of the Motivated Strategies for Learning Questionnaire (MSLQ). 
They found that university students who had studied the DP had greater critical thinking skills 
than their non-IB peers, which they attributed to the components of the DP. Unfortunately, they 
did not address the issue of selection bias by controlling for confounding variables related to 
student or school characteristics that could have explained why the DP graduates recorded higher 
measures. As described earlier, students who enrol in the DP often come from privileged social 
backgrounds, have a high level of prior academic achievement, and attend well-resourced 
schools. It could be the case that these students would have higher levels of critical thinking than 
their peers regardless of whether or not they studied the DP or not. Thus, there is limited 
evidence to support the claim that IB programmes develop students’ critical thinking and 
analytical skills more than any other form of schooling. Future research in this area is 
recommended.  
Finally, studies have uncovered the cognitive challenges of IB programmes.  Some 
students in the studies by Gan (2009) and Wright and Lee (2014) reported that they found it 
difficult to cope with the DP’s demands for independent inquiry and critical thinking.  In 
addition, teachers in the study by Wright and Lee (2014) suggested that students in China may be 
less inclined to learn these skills since they have traditionally prioritised content mastery as a 
vehicle for achieving high scores on university admissions tests. MYP students have also 
reported difficulties with the cognitive demands of critical thinking, as found by O’Boyle (2009) 
at an international school in Turkey. These studies support the IB’s reputation for academic 
rigour, but also suggest that some students may experience stress or negative impacts on their 
wellbeing. We continue this line of inquiry in the following section. 
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2.4.1.5 Well-being  
A number of studies have examined students’ perceptions of the academic workload of 
the DP and its possible negative impacts on student well-being. Tarc and Beatty (2012) found 
that 40% of participating students said that the demanding workload was a negative feature of 
the DP. Other studies by Foust, Hertberg-Davis, and Callahan (2008; 2009) found that students 
reported high levels of exhaustion caused by trying to keep up with the demands of the 
programme. Suldo, Shaunessy, Michalowski, and Shaffer (2008) uncovered similar findings, 
with students reporting that they sacrificed sleep so that they could keep up with their social and 
academic activities.  
Whether the academic demands of the DP negatively impact on the psycho-social 
wellbeing of students has been examined in a series of studies by Shaunessy, Suldo, Hardesty, 
and Shaffer (2006) that tested for statistical significance. Compared to their non-IB peers, DP 
students did not report higher levels of anxiety, depression, or delinquent or aggressive 
behaviour (Shaunessy et al., 2006), but they did report higher levels of stress (Suldo, Shaunessy, 
& Hardesty, 2008). Suldo et al. (2008) found that IB students experienced stress due to the 
academic requirements of the DP in contrast to non-IB students, whose stress levels were 
associated with factors such as “parent-child relations, academic struggles, conflict within 
family, and peer relations, as well as role transitions and societal problems.” Finally, Shaunessy 
and Suldo (2010) found that the reported stress levels of academically gifted DP students were 
similar to those of non-gifted DP students. Their interpretation of this finding is that the DP is 
stressful because of its academic demands, not because gifted students are more (or less) likely to 
feel stress than their non-gifted peers. Taken together, these studies suggest that some students 
find the academic demands of the DP stressful, and that this stress is a result of the DP itself, not 
of the characteristics of students per se. 
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2.4.1.6 International mindedness, intercultural understanding and citizenship  
IB programmes aim to develop international mindedness and intercultural understanding. 
In studies from multiple national contexts, IB students report that the DP develops these skills 
(Belal, 2017; Hayden & Wong, 1997; Hinrichs, 2003; Lineham, 2013; Poonoosamy, 2016; 
Wilkinson & Hayden, 2010). Students in the PYP have also reported this finding, as found by 
Lebreton (2014) and Palmer (2016). On the other hand, many students in the study by Tarc and 
Beatty (2012) did not perceive that international mindedness was a main area of focus in the DP 
and were sceptical that it developed this outcome.  
IB programmes also aim to develop students’ capacity for global and local citizenship. 
Citizenship is developed in the DP through the Creativity, Activity, Service (CAS) component. 
CAS “requires students to undertake an unpaid and voluntary exchange” (IBO, 2017) within 
their local community. More generally, IB programmes encourage students to apply their 
learning to understand local and global issues. Studies have found mixed perceptions among 
students. Students in Saavedra’s US study (2016) reported that they felt the DP allowed them to 
apply their learning to everyday contexts, which they believed made them more aware and 
concerned about community issues than their non-IB peers. However, this component of the DP 
was not highly valued by some students in the study by Kulundu and Hayden (2002), which 
found that students only took part in CAS activities as they were mandatory. Hatziconstantis and 
Kolympari (2016) found mixed responses among the students in their study, with some feeling 
that they benefitted from their experiences through CAS while others believed it was an 
unnecessary imposition. As suggested by these mixed findings, it is likely that student 
perceptions of citizenship components vary greatly across different settings as well as within 
settings. The factors that are associated with the development of community engagement and 
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citizenship in IB schools have not been examined to date and would be an interesting area for 
further research.   
IB expects its authorised programmes to set the promotion of global citizenship, 
international mindedness and intercultural understanding as explicit goals that can be achieved 
through discussing global issues and studying various languages and cultures. Researchers have 
found, however, these skills are also developed indirectly as a result of the culturally diverse 
student body found at many IB schools. As found by Belal (2017) and Lineham (2013), students 
perceived that becoming internationally minded had less to do with engaging with the DP than 
with engaging an internationally diverse population at their school. This perception was also 
found among teachers in the UK by Hayden and Wong (1997) and among students in British 
universities by Hayden and Thompson (1995). These studies suggest that culturally diverse 
schools, whether offering an IB programme or not, may develop cultural fluency and global 
attitudes. They also suggest that not all international schooling, including IB programmes, is 
necessarily or automatically international in orientation or outlook, as noted by Hayden and 
Thompson (1995). It is likely that explicit teaching about global citizenship is even more 
effective when conducted in a culturally diverse setting, but this hypothesis is yet to be tested. 
We were able to locate only one study that attempted to independently measure students’ 
capacity for international mindedness. This study was conducted by Hinrichs (2003) in the US 
among 53 students studying the DP at one school and a control group of 50 similarly high-
achieving students at a demographically similar school. Using an adapted version of a scale 
developed in the 1970s (the Future World Perspectives Scale), Hinrichs (2003) found that DP 
students reported higher levels of international mindedness than their non-IB peers, but also 
acknowledged that the DP students had more experience of overseas travel. As her research 
design did not allow her to address this potentially confounding factor, Hinrichs (2003) was 
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unable to conclude that the DP students’ higher level of international mindedness was a result of 
studying the DP, acknowledging that the finding could be a result of selection bias (i.e., that 
students who had extensive overseas travel experience and interest in things international chose 
to study the DP). Given their explicit aim to develop students’ global awareness, intercultural 
understanding and international mindedness, it is likely that IB programmes develop these 
outlooks to a greater extent than do other schools. Future research will be necessary to 
investigate this hypothesis, however.  
2.4.1.7 Self-regulation, time-management, and leadership skills  
Studies have examined the capacity of IB programmes to develop a range of skills and 
traits. These include time-management skills, self-regulation and motivation, and leadership 
skills. To date, IB-focused studies have only examined the development of these skills within the 
Diploma Programme. The relation between the DP and time-management skills is complex. On 
the one hand, both students and teachers perceive that the rigorous demands of the DP develop 
students’ time-management skills and work habits. Students and graduates from a range of 
national contexts articulate that they cope with the academic demands of the programme by 
developing effective time management and prioritising strategies to manage their school-related 
stress, as found by Shaunessy-Dedrick, Suldo, Roth, and Fefer (2015), Tarc and Beatty (2012), 
Taylor and Porath (2006) and Wright and Lee (2014). Staff who were interviewed during the first 
year of implementing the DP at their school perceived that organisation and time management 
skills were related to their students’ success within the programme (Culross & Tarver, 2007). In 
contrast, IB teachers reported that some students struggled with the DP not because they were 
lacking in intellectual capability, but because they lacked time management and study skills to 
keep up with the pace of work (Hertberg-Davis & Callahan, 2008). Taken together, these studies 
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suggest that the DP can develop students’ time-management skills, but that those who do not 
have this skill face extra challenges in completing the DP.  
The relation of the DP with self-regulation learning strategies has not been studied 
extensively. Some teachers in a study by Halicioğlu (2008) perceived that the DP had helped 
their students become more active participants in their own learning. Rather than examine the 
impact of an IB programme on student outcomes, Munro (2003) examined the reverse direction 
of the relation, namely whether student skills are associated with positive outcomes on an IB 
assessment. He found a positive relation between DP students’ scores on the Extended Essay 
(EE), a research component of the DP, and three measures of self-regulated learning (the 
Learning Process Questionnaire and two other scales developed by the author). Specifically, 
students who reported higher levels of these strategies and dispositions had higher scores than 
their peers. Consistent with prior research that finds a positive relation between self-regulation 
skills and academic outcomes, Munro (2003) concluded that greater use of these strategies led to 
higher scores on the EE.  
Finally, we located one study that examined the development of leadership skills. Wright 
and Lee (2014) found that teachers, administrators and students at international DP schools in 
China widely perceived that the CAS component of the DP developed students’ leadership and 
interpersonal communication skills. As with most of the studies in this review, this finding was 
based on stakeholders’ perceptions and experiences. Future research, using a range of 
methodological approaches, is highly recommended.  
2.4.2 Impacts on Teachers and Teaching 
Teachers are encouraged to embrace the philosophy and adjust their curricular 
programmes and pedagogies to align with the IB’s philosophy. Various factors such as beliefs 
and pedagogies, teachers’ attitudes, supportive staff networks within schools, workshops and 
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professional development provided by the IB, all play a vital role in how teachers engage with 
the IB programmes. 
2.4.2.1 Instructional strategies 
IB programmes are based on a philosophy in which learning is concept driven, inquiry-
based and student-centred (Ledger, 2017). Students are seen as constructors of their knowledge, 
and the role of teachers is to facilitate learning rather than transmit knowledge. Related to this, 
teachers are encouraged to use approaches that develop students’ research skills and critical 
thinking skills.  Studies have examined whether the IB philosophy is realised in teachers’ 
practices and beliefs.  Studies have also examined whether school adoption of an IB programme 
leads to changes in teacher practices, instructional strategies and beliefs. 
Studies show that IB teachers and IB coordinators generally support and enact the 
pedagogical principles of IB programmes. Twigg (2010) found that PYP teachers at an 
international school in Europe believed that learning is a shared responsibility where students 
and teachers are all learners. They also believed their role was to give students ownership of their 
inquiry-based learning and to be a part of their learning journey rather than transmit knowledge. 
In Wright et al.’s (2016) study of 54 countries and 177 schools, 88% of IB coordinators reported 
that their school adopted the MYP because they valued its pedagogical approach. Teachers at an 
international school in Azerbaijan believed that the PYP exhibition, a key assessment piece 
where students research an area of interest and present their findings to members of the school 
community, empowered students to take charge of their learning by encouraging them to explore 
an area of interest and letting these students know that their opinions are important (Palmer, 
2016).  
Studies have also documented how teachers changed their practice to be more student-
centred after adopting an IB programme. In the US, Stillisano, Waxman, Hostrup, and Rollins 
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(2011) found that teachers and administrators in eight schools that offered the PYP or the MYP 
believed that the IB training they received inspired them to take on the attributes of their 
students, in becoming “lifelong learners” and being a part of a “learning community”. They also 
noted that they adopted more inquiry-based methods (Stillisano et al., 2011). Changes in mindset 
and practice were also reported by PYP teachers from five schools in Colombia (Lochmiller, 
Lucero, & Lester, 2016) and an international school in Europe (Twigg, 2010). The teachers in 
Twigg’s study (2010) described how they became more “open-minded, flexible and adjustable” 
(p. 50) towards new ideas and teaching practices after joining a PYP school. 
Not all IB teachers use the student-centred, inquiry-based approach that is the foundation 
of the IB philosophy, however. Using a qualitative research design, Pendergast, Dole, and 
Rentoule (2014) observed more than 100 MYP and DP classes and 33 teachers at an 
international school in Japan that enrolled students from over 70 nationalities and employed 
teachers from 13 nationalities. They found that only some teachers employed practices that 
aligned with the IB’s student-centred approach, and that neither grade level, IB programme nor 
subject area was related to teachers’ pedagogical style. Whether a teacher’s nationality was 
related to their instructional style was not examined. This would be a productive line for future 
research since it is plausible that adopting the aims and approaches of the IB may be difficult for 
teachers from countries where student-centred teaching is not common. For example, some DP 
teachers in a study conducted by Martin, Tanyu, and Perry (2016) in Turkey reported that they 
struggled with the IB’s student-centred instructional approach because it differs from the teacher-
centred, didactic approach that is commonly used in their country.  
2.4.2.2 Curriculum 
Holistic learning and interdisciplinary teaching are key principles of all IB programmes. 
As described by Wright et al. (2016, p. 8), holistic learning is the “idea that all knowledge is 
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interrelated in a curriculum that develops the whole person” and interdisciplinary teaching is the 
“process by which students come to understand bodies of knowledge from two or more 
disciplines and integrate them to create a new understanding”.  
Studies have shown that interdisciplinary teaching and holistic learning are valued and 
enacted by teachers in IB programmes across the globe. This has been found in PYP programmes 
in the US (Stillisano et al., 2011; Twigg, 2010) and cross-nationally (Savage & Drake, 2016). It 
has also been documented among MYP teachers, as found by Stillisano et al. (2011). In their 
large cross-national study of the MYP, Wright et al. (2016) found that the MYP’s emphasis on 
interdisciplinary teaching and holistic approach is highly valued, as reported by 79% and 88% of 
IB Coordinators respectively. IB Coordinators work together with their school’s senior 
management to implement the MYP programme and coach, organise, plan and collaborate 
among staff members as part of their role (Gibb, 2014). 
Studies have also shown that IB programmes change teachers’ attitudes and practices’ 
regarding interdisciplinary teaching. Teachers in the study by Stillisano et al. (2011) reported 
that interdisciplinary teaching or collaboration with teachers from different disciplines was “rare 
or non-existent” before the PYP or MYP programme was implemented in their school. PYP 
teachers in Colombia reported similar findings (Lochmiller et al., 2016). Increased 
interdisciplinary teaching has not been examined in the DP context. Hallinger et al. (2011) 
found, however, that 61% of the 235 IB Coordinators in their study recommended that 
interdisciplinarity be given greater emphasis in the DP.  
Curricular content and planning in IB programmes have been found to be both a challenge 
and an opportunity. As described earlier, the PYP and MYP are curriculum and pedagogical 
frameworks; the DP, on the other hand, structures its curricular content offerings and is 
externally assessed (Hallinger et al., 2011). Many IB teachers and Coordinators across the globe 
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value the opportunity provided by the PYP and MYP to develop their own content, as reported 
by 71% of participants in the large cross-national study conducted by Wright et al. (2016). Using 
the same dataset, Hallinger et al. (2011) found that most participants perceived the structured 
curricular frameworks of the DP challenging.  
Other challenges related to curriculum have been uncovered, all relating to the DP. These 
are the time teachers require to plan, prepare and deliver the DP (Doherty & Shield, 2012); 
difficulties in balancing the demands of the DP with national curriculum (Martin et al., 2016); 
and difficulty balancing the academic demands of the DP with its experiential learning 
component (Martin et al, 2016). Some teachers in Hong Kong reported that they did not always 
agree with the values embedded in the DP, which they felt was western-biased (Lai, Shum, & 
Zhang, 2014). The issue of western bias in the IB is certainly provocative. While beyond the 
scope of our study, we refer readers to a position paper by Walker (2010) for a discussion of the 
issue.  
Finally, studies by Mayer (2008; 2010) have examined how the academic rigour of the 
DP curriculum impacts teachers.  Mayer (2010) found that teachers with fewer than five years’ 
experience were intimidated by the curricular demands of the DP.  On the other hand, more 
experienced teachers reported that the DP’s structured curricula and academic standards 
increased the rigour of their teaching.  They also reported that working in the DP increased their 
motivation to deepen their content understanding, in some cases leading to postgraduate study or 
further professional learning.  To increase the numbers of students who were able to meet the 
rigorous standards of the DP, Mayer (2008) found that teachers often created additional supports 
beyond the classroom for their students.  While these efforts increased the number of students at 
the school who were able to complete the DP, it also added to these teachers’ workload. 
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2.4.2.3 Assessment 
A range of assessment options are offered in the IB, which endorses criterion-referenced 
formative and summative assessments to evaluate students’ skills and content knowledge (Visser, 
2010). In some of the IB programmes, assessments are designed by the schools and their teachers 
to align with the IB’s focus on inquiry and critical thinking, as well as content mastery. IB 
teachers regularly assess content knowledge and skills, using various strategies to cater for 
different learning styles (Visser, 2010). To maintain the integrity of assessments, especially 
within the DP, internal assessments are moderated, and external assessments are graded 
anonymously by teachers hired by the IB so that the grades are fairly awarded (Mayer, 2010). 
Studies have found that teachers and school leaders have positive perceptions of the IB 
assessment frameworks and practices. Wright et al. (2016) found that 70% of the IB coordinators 
in their study of 54 countries valued the opportunity to use a range of assessment tools in the 
MYP. Another 55% of respondents valued the MYP’s external validation of school-based 
assessment. In his study of IB teachers and coordinators in four countries (Australia, Canada, 
Netherlands and USA), Visser (2010) found that some teachers rated assessment as the best 
component of the MYP. 
Studies have examined the impact of IB programmes on teachers’ assessment practices. 
Teachers reported that after adopting PYP or MYP, they reduced their emphasis on standardised 
testing and worksheets and increased learning and assessment opportunities that helped students 
to become creative and active learners (Stillisano et al., 2011). Teachers of the DP also valued 
the external moderation of their internally assessed assignments and believed that the feedback 
improved their teaching and assessment (Mayer, 2010). On the other hand, Halicioğlu (2008) 
found that 40% of teachers in her study of 11 schools in Turkey reported that teaching the DP 
was stressful, in large part because they believed that student results on the external assessments 
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reflected on the quality of their teaching. Of course, this stress may be similar to that felt by 
teachers of any external assessment or high stakes test. 
Challenges with assessment in IB programmes have also been identified. Visser (2010) 
found that half of the teachers in his study reported that creating assessments in the MYP was a 
challenging process. Teachers also reported difficulties integrating MYP criterion-referenced 
scales within the Dutch grading system (Visser, 2010). Many of the 68 MYP and DP 
participating teachers and administrators in the study by Lee et al. (2012) recommended that 
teachers be given clear assessment guidelines to promote consistency and reduce workload, 
while Hallinger et al. (2011) found that many IB coordinators recommended a wider range of 
assessment tools in the DP and provision by IB of standardised internal assessments in the MYP. 
Finally, Mayer (2010) found challenges in juggling the competing demands of the DP with state-
mandated standardised tests.  School leaders sometimes found it difficult to keep students, their 
families and district authorities committed to the DP since standardised tests were not capturing 
its outcomes. Of course, the progressive orientation of IB programmes can be seen as a welcome 
antidote to state or national examinations and standardised testing, as reported by many parents 
in MacKenzie’s study (2010). This perspective may be considered a luxury, however, by districts 
and schools that are under enormous pressure to raise student achievement on such tests. 
2.4.2.4 Collaboration and professional support 
Collaboration within schools is considered an essential element in IB programmes, and 
one that IB actively encourages. As found among MYP teachers (Visser, 2010) and PYP teachers 
(Lee et al., 2012; Lochmiller et al., 2016), teachers and IB Coordinators collaborate to plan 
curriculum, instructional strategies and assessment. Collaboration takes a range of forms, from 
informal conversations and shared meals to formal meetings such as school-wide programmes 
(Lee et al., 2012). Regardless of their level of experience, all PYP teachers in Lochmiller et al.’s 
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study (2016) stated that they participated in and valued ongoing professional support provided 
through workshops, seminars, weekly team meetings and gatherings as well as regular 
interaction with PYP Coordinators at their school. They also reported that collaboration between 
teachers increased after their school adopted the PYP. On the other hand, Halicioğlu (2008) 
found that only 37% of Turkish DP teachers surveyed felt that they received adequate support 
from their colleagues, while 61% of the respondents wished they could have been given more 
opportunities to work closely with their colleagues. These mixed findings suggest that although 
collaboration is a key component of IB programmes, it is not always realised. They also suggest 
that collaboration may be more difficult to realise in the DP than in the PYP or MYP, although 
further research would be needed to test this hypothesis.  
IB provides professional development and training opportunities to promote consistent 
standards across schools and countries and to ensure that teachers are adequately prepared. 
Teaching in an IB programme requires a substantial shift in curriculum, pedagogy and 
assessment for many teachers, and this is especially true for national contexts where teacher 
training is more traditional and teacher-centred (Hill, 2001). While schools are required to 
participate in IB training workshops especially during the authorisation phase, studies have 
shown that not all teachers are provided with opportunities to do so. Halicioğlu (2008), for 
example, found that only 46% of the teachers in her study of the DP in Turkish schools had some 
form of IB training. She related this lack of training to another finding, that half of all teachers in 
her study reported feeling stressed and overwhelmed and as though they had been ‘thrown into 
the deep end’ when beginning to teach the DP. She noted that the cost of attending IB training 
was prohibitive for some schools, as has also been shown by Kyburg et al. (2007). At the same 
time, other teachers have reported that they did not find the IB workshops valuable as they were 
too broad and lacked depth, as reported by Savage and Drake (2016) in their study of the PYP.  
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2.5 DISCUSSION 
Our review has uncovered many benefits of IB programmes for both teaching and 
learning. In a wide range of national contexts, teachers and school leaders report positive 
changes to teaching and learning as a result of teaching an IB programme. Students have also 
reported many benefits related to academic, cognitive and affective outcomes. In many schools 
and with many students, it appears that the IB programmes are meeting their objectives of 
providing a rigorous, student-centred and inquiry-based learning framework that develops 
students’ critical thinking and analytical skills as well as content mastery across a broad range of 
interconnected disciplines. In this regard, our review suggests that IB programmes have great 
potential to develop the knowledge, skills and attitudes related to “21st century learning” that 
Zhao (2009) and Rizvi and colleagues (2014) describe.  
At the same time, our review has also uncovered challenges for both teaching and 
learning. Most of the challenges are associated with the Diploma Programme, although this may 
appear to be the case because the DP has been studied the most of the four programmes. 
Challenges can be categorised into three interrelated areas. First, feelings of stress and anxiety 
related to high workload demands have been reported by both teachers and students. Second, 
studies have shown that some teachers and students require substantial support to realise the 
benefits of an IB programme, but that providing this support is in itself an additional challenge as 
it requires an investment of both time and resources. Third, it is sometimes challenging to align 
the aims and approaches of IB programmes with national curricular standards or assessments, 
education authorities’ priorities, stakeholder expectations, or cultural values about education and 
its aims and roles. 
Our review has also illuminated some methodological issues. First, most of the studies in 
our review, both qualitative and quantitative, examined participants’ perceptions, experiences 
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and self-reports of IB programme impacts on teaching and/or learning. In this regard, the 
literature about IB schooling is similar to many other domains of educational research. Very few 
studies have attempted to independently measure these impacts using experimental or 
observational designs. Conducting such studies would require analytical approaches that have 
been largely absent in the IB literature. It would also require the development of sophisticated 
and validated instrumentation for measuring a wide range of student attributes, skills and 
outcomes.  
Future studies that seek to move beyond participant perceptions of the impact of IB 
programmes on students or teachers would also need to attend to the issue of selection bias. 
Many studies have documented that IB graduates often have superior academic outcomes 
compared with their peers but, as described by Green and Vignoles (2012), IB students, 
especially in the DP, are more likely to have higher academic performance before entering the IB 
programme than their non-IB peers. Comparisons of IB and non-IB students must, therefore, 
control for confounding factors such as academic ability/performance, international experience 
and socioeconomic status. To establish causality, quasi-experimental designs would be 
necessary, as well, because random assignment of students to IB and non-IB conditions seems 
infeasible, if not unethical. As such studies have been largely missing in the peer-reviewed IB 
literature, research opportunities are virtually limitless.  
In summary, there is immense scope for more research about IB programmes and their 
impacts on teaching and learning. We would encourage a rich range of research designs, aims 
and methodological approaches. Throughout this paper, we have highlighted areas that would be 
worthy of further research. Three areas of research that we believe would be particularly fruitful 
are comparisons of IB and non-IB students and/or schools with adequate controls; examinations 
of the conditions and contexts that promote and/or hinder the realisation of programme aims; and 
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analyses of differential impacts of IB programmes on groups of students. The range of outcomes 
to be studied is also immense, from academic, cognitive and affective outcomes of students to 
teachers’ practices and beliefs. None of the outcomes included in our review has been 
extensively studied, so frontiers are indeed wide open.  
2.6 CONCLUSION 
International Baccalaureate programmes enjoy a favourable reputation across the globe 
and our review has shown that stakeholder perceptions and experiences support this reputation. 
While these perceptions are largely (but not exclusively) favourable, the time is now ripe to 
conduct research that will provide further support and insight. Specifically, this will require 
research approaches that have been rarely used in IB studies to date, such as longitudinal studies, 
observational studies of teaching and learning processes and outcomes, experimental studies that 
independently measure students’ capacities and values, and quantitative studies that use 
inferential techniques and adequate controls for student characteristics. Cross-national and 
comparative studies would be useful for examining how contextual factors mediate the impact of 
IB programmes on teaching and learning. Qualitative studies will continue to be necessary for 
generating new hypotheses and insights, examining the mechanisms by which IB programmes 
impact on teaching and learning, and uncovering innovative solutions for ameliorating the 
challenges and barriers of IB programmes. Given the many benefits that were found by Saavedra 
(2014) in her rigorous study of impacts of the DP on student academic outcomes in Chicago 
public schools, we would also encourage more research that examines the benefits of IB 
schooling for a diverse range of students and contexts. 
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CHAPTER 3:  
LETTING GO OF THE MIDDLE YEARS PROGRAMME: THREE SCHOOLS’ 
RATIONALES FOR DISCONTINUING AN INTERNATIONAL BACCALAUREATE 
PROGRAMME 
 
The following is a modified version of the published paper:  
Dickson, A., Perry, L. B., & Ledger, S. (2020). Letting go of the Middle Years Programme: Three 
schools’ rationales for discontinuing an International Baccalaureate programme. Journal of 




The International Baccalaureate Middle Years Programme (MYP) is recognized for its 
rigor, inquiry-based learning, and development of academic skills. While it is growing in 
popularity worldwide, some schools have discontinued the program. Literature on the reasons 
why schools discontinue the MYP is limited. Using a qualitative case study design, we examined 
the perspectives of school leaders, former MYP coordinators, and experienced MYP teachers at 
three private and public Australian schools to find out why they discontinued the MYP. Our 
findings add to the limited literature base on the topic—they reveal schools discontinued the 
program due to challenges from various systems-level constraints, leadership issues, school 
organizational structures, and individual teacher challenges. Although our small sample prevents 
generalizability, our findings generate novel insights and hypotheses that can inform school 
decision making and future research about the sustainability of the MYP. 
 
KEYWORDS 
International Baccalaureate Middle Years Programme, program discontinuation, national 
curriculum, educational practice, pedagogy. 
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3.1 INTRODUCTION 
In an increasingly globalised world, many schools choose to offer educational 
programmes that transcend national boundaries. One group of curriculum frameworks that are 
becoming more commonly adopted in the US and across the globe, are those developed by the 
International Baccalaureate (IB) (Perna et al., 2015), a non-profit foundation that was established 
in Geneva in 1968. The IB offers four programmes: The Primary Years Programme (PYP) for 
students aged 3-12 years, the Middle Years Programme (MYP) for students aged 11-16 years, 
and the Diploma Programme (DP) and Career-related Programme (CP), for students aged 16-19 
years and typically in the final two years of secondary school. IB programmes can be offered 
individually or as a progression, and can be run alongside a local or national curriculum. 
IB programmes are widely considered to be academically rigorous (Mayer, 2008; Tan & 
Bibby, 2012), highly regarded (Doherty, 2012) and prestigious (Resnik, 2012). They focus on 
students’ personal and academic development and encourage students to become active members 
within their local, national and global communities (Perry et al., 2018). They encourage a broad, 
balanced and holistic learning environment (Hill, 2006b; Kyburg et al., 2007) that is linked to 
real-life situations and engages students through collaborative inquiry and critical debate (Sizmur 
& Cunningham, 2013). Additionally, students in IB programmes are encouraged to seek greater 
depth than rote learning and engage with inquiry-based learning and problem-solving, skills that 
are increasingly seen as necessary for citizenship in the 21st century (Burdic, 2012). IB 
programmes, especially the DP, are often limited to the most academically motivated and 
prepared students at a school via an academic extension or gifted and talented program (Perna et 
al., 2015). At the same time, however, IB programmes have been shown to improve the 
achievement of all students when offered school-wide with adequate scaffolding and support 
(Burris, Wiley, Welner, & Murphy, 2008).  
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In large part because of these many benefits, the number of schools that offer an IB 
programme is increasing in both the US and worldwide (Perna et al., 2015). IB programmes are 
viewed as an alternative to a rigid “back to basics” approach that has become a central focus of 
many industrialised nations’ education systems as they adopt standardised testing practices 
(Dickson et al., 2017). Yet while the numbers of schools that offer the MYP are increasing, some 
schools are choosing to discontinue the programme. To date, no research has examined why this 
is.  
The aim of this paper is to generate new knowledge about the reasons why schools may 
choose to discontinue the MYP.  Many researchers and practitioners consider the MYP, and 
indeed all IB programmes, an effective curricular and pedagogical framework for promoting 
high-level learning. The US Department of Education has been encouraging the adoption of IB 
programmes as a way to increase access to academically demanding learning experiences in Title 
1 schools in the US (Siskin, Weinstein, & Sperling, 2010), as has the Gates Foundation (Perna et 
al., 2015). Access to IB programmes is considered a matter of equity by many researchers such 
as Kyburg et al. (2007), Mayer (2008) and Perna et al. (2015). Given its reputation as an 
academically challenging framework that promotes deep learning, and its endorsement by many 
researchers and governments, it is timely to examine the reasons why schools may decide to 
discontinue the MYP.  Several stakeholders, including schools and districts that are considering 
adopting the MYP, researchers, policymakers and the IB itself, may benefit from the insights 
shared by the participants in this study. Our findings illuminate the complexities of adopting the 
MYP.   
Our study is conducted in Australia, which has a large number of IB schools; Australia 
has the fourth largest number of IB schools in the world (surpassed by the US, Canada and 
Ecuador, in that order), and the third largest number of MYP schools (after the US and Canada) 
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(Perry et al., 2018). Over the past few years, approximately 10% of schools in Australia that 
offered the MYP have discontinued the programme.  
3.2 CONTEXT 
In this section, we describe the features of the MYP curriculum framework and the 
Australian Curriculum to provide a contextual backdrop for the study and clarify the comparative 
differences between the two.  
3.2.1 Features of the MYP 
The IB's philosophy is to develop respect for students' self, others and their world. These 
values are instilled through the IB's Learner Profile, a value system aiming to encourage students 
to become caring, principled, inquiring, reflective and open-minded, among other traits (Rizvi et 
al., 2014). The MYP's core concepts of communication, intercultural awareness and holistic 
learning are said to develop the ‘whole person’ and not just focus on academic content (Wright et 
al., 2016).  
Revised in 2014 to become a more flexible and rigorous curriculum framework which 
integrates with local educational requirements, the MYP is a five-year programme that can be 
implemented in two-, three- or four-year abbreviated formats (IBO j, n.d.). The MYP is also 
“non-prescriptive” since schools are allowed to tailor the programme and choose the content, 
assessment methods and objectives to suit their individual school’s needs (Sperandio, 2010). The 
IB encourages teachers to adopt an inquiry-based teaching approach where students construct 
their own meaning and reflect continually on their own learning (Phillips, 2011; Waterbury, 
2018). In Australia, MYP teachers organise the content from their national curriculum into units 
of inquiry, which focus on “big-picture concepts” that are of global significance. The MYP 
consists of eight subject groups: Language Acquisition, Language and Literature, Individuals and 
Societies, Sciences, Mathematics, Arts, Physical and Health Education and Design.   
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Schools must undergo an authorisation process before adopting an IB programme. 
Candidate schools must commit to an authorisation timeline, must share the IB’s values and 
beliefs, and ensure that they have “the infrastructure and the skills in place to deliver the MYP” 
(IBO k, n.d.). Schools are also required to appoint a MYP Coordinator to liaise with the IB and 
lead the programme within the school (IBO k, n.d.). Additionally, the IB (2014b) has established 
a set of programme requirements, called the IB Standards and Practices, to ensure schools have 
the necessary systems in place to implement the MYP successfully (Ledger, 2017). These 
requirements state that schools need to commit leadership, structures and resources to support the 
implementation; provide teachers with supportive, collaborative planning and reflection 
opportunities; and ensure that the school’s curriculum, teaching, learning and assessments reflect 
the IB’s philosophies (IBO, 2014b, pp. 15-20). Australian schools that adopt any of the IB 
programmes must also accommodate the Australian Curriculum.  
3.2.2 Features of the Australian Curriculum 
The Australian Curriculum has a three-dimensional design: disciplinary knowledge in 
eight learning areas (English, mathematics, science, humanities and social sciences, the arts, 
technologies, healthy and physical education and languages); skills and understanding, 
articulated as seven general capabilities (literacy, numeracy, information and communication 
technology capability, critical and creative thinking, personal and social capability, ethical 
understanding and intercultural understanding); and three cross-curriculum priorities, where 
students are encouraged to understand the connections between knowledge across various 
disciplines (ACARA, 2010). The general capabilities are developed within the learning areas 
(ACARA a, n.d.). In addition, the cross-curriculum priorities – Aboriginal and Torres Strait 
Islander histories and cultures; Asia and Australia’s engagement with Asia; and sustainability – 
permeate and are intertwined with each learning area (ACARA a, n.d.). In summary, the 
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Australian Curriculum dictates what should be taught and not how it should be taught, whereas 
the MYP framework does not state what must be taught but gives guidance regarding how 
curricular content should be organised, presented and assessed. 
3.3 BENEFITS AND CHALLENGES OF THE MYP 
The MYP is associated with academic achievement.  Studies conducted in the US by 
Wade and Wolanin (2013) and Siskin and Weinstein (2008) found that in comparison with non-
MYP students, MYP students performed higher academically, even after controlling for student 
background.  Wade and Wolanin (2015) also found that MYP graduates were more likely to 
pursue academically challenging study programmes during their upper secondary school 
compared to similar peers who did not study the MYP. Moreover, completing the MYP increased 
the likelihood of obtaining a passing score on an Advanced Placement test by 39% (Wade & 
Wolanin, 2015). 
Related to these benefits for academic performance, the MYP encourages learners to 
develop skills and traits that are attributes of high achieving students. Sperandio (2010) reported 
that offering the MYP helped schools become more focused on students’ engagement through 
inquiry-based pedagogy, and Hare (2010) reported that the MYP encourages a positive attitude 
towards learning. In the UK, Sizmur and Cunningham (2013) reported that teachers, parents and 
students valued the MYP’s emphasis on inquiry, concept-based learning, critical thinking and 
research skills. In a recent study from Australia, teachers and leaders from five schools with 
different socioeconomic compositions universally agreed that the MYP is beneficial for students 
because it makes learning relevant and engaging and promotes academic development (Perry et 
al., 2018).  
Schools and teachers also benefit from the MYP framework. Most participants in Walters’ 
study (2007, p. 152) felt that the MYP improved “the school’s reputation and created a sense of 
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pride among the staff, school and district.” A similar finding was reported by Perry et al. (2018) 
in Australia, in particular by staff members at a public school with socioeconomically diverse 
student body. Teachers are positive about adopting the MYP because it fosters collaboration with 
teachers from other learning areas and promotes interdisciplinary teaching (Perry et al., 2018; 
Stillisano, Waxman, Hostrup, & Rollins, 2011). In the Netherlands, 9 out of 21 teachers shared 
that creating MYP assessments was challenging, but another eight felt that assessments were the 
best feature of the MYP framework (Visser, 2010).  
As suggested by the previous paragraph, the MYP brings challenges as well as benefits. 
In Australia, some school stakeholders reported challenges relating to programme cost and 
resourcing, and alignment with the national curriculum and jurisdictional assessment 
requirements (Perry et al., 2018). Similar challenges were found in the UK, with schools 
reporting limited funding to meet programme costs, and difficulties aligning the MYP with the 
national curriculum (Sizmur & Cunningham, 2013). Beyond these challenges, teachers must be 
inspired and be able to maintain high levels of motivation throughout (and beyond) the MYP 
implementation phase, which leads to the next section. 
3.3.1 Reasons for discontinuing an IB programme 
To the best of our knowledge, no study to date has been conducted that examines the 
reasons why schools discontinue the MYP. Nevertheless, insights are available. In Australia, 
Perry et al. (2018) who explored why schools adopted the MYP found that one high SES public 
school gave up the MYP because school officials decided that the financial cost of offering the 
MYP, combined with the strain of complying with the IB and the Australian state educational 
department, outweighed the benefits of the MYP. Participants also repeatedly shared that the 
student-centred inquiry approach in the MYP can be taught without having to adopt a formal IB 
programme (Perry et al., 2018).  
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3.4 THEORETICAL FRAMEWORK: SCHOOL-WIDE CURRICULAR REFORM 
A range of factors influence implementation processes at schools. According to Fullan’s 
Overview of factors affecting implementation (as cited by Altrichter, 2005), as shown in Table 7 
below, the first is the level of need, clarity, complexity, quality, suitability and practicality of the 
innovation itself. The second relates to the characteristics of the school’s local community and 
the degree to which this wider community will be supportive of the change (Altrichter, 2005). 
The third factor is associated with government and external agencies in terms of the resources, 
support and the relationship between them and the school’s management (Altrichter, 2005). 
Lastly, factors concerning the organization of the school, specifically leaders, teachers and 
students, play a vital role in realising any change in school (Altrichter, 2005). Given their 
importance for our study, we discuss the influence of school leaders and teachers further below. 
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Table 7 
 
Fullan’s overview of factors affecting implementation (as cited by Altrichter, 2005) 
A. Characteristics of the innovation itself 
• (perceived or felt) need 
• clarity (about goals and means) 
• complexity 
• quality, contextual suitability and practicality 
 
B. Local characteristics 
• regional administration (e.g. school district) 
history of negative experiences 
adequate follow-through 
active knowledge and understanding 
active support 
• community characteristics 





• management (e.g. principal and school management team) 
level of commitment 
obtaining resources 
shielding from interference 
encouraging staff / recognition 
adapting standard procedures 
• teachers 
competencies and attitudes 
decision-making participation 
quality of collegial relationships 
• students' and other participants' competencies and attitudes 
 
C2. Organizational characteristics 
• compatibility of the innovation goals with the strategic goals of the organization 
• organizational structures and processes 
• system of incentives and career patterns 
• characteristics of the existing curriculum and assessment procedures 
• organizational culture 
 
D. Government and external agencies 
• quality of relationships between central and local actors 
• resource support and training 
Reprinted with permission from Münster, Germany: Waxmann 
 
School reform occurs for many reasons and achieving this requires a collective effort 
among all stakeholders at schools. To change the prevailing school culture, modelling of newly 
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expected values and behaviours is required (Elmore, 2004). Principals should embody lifelong 
learning, the pursuit of excellence (Fullan, 2002), optimism and determination as they inspire 
their staff to take risks and challenge their pre-conceived ideas about education (Duke, 2004). 
However, as part of an implementation process, schools will also endure implementation dips, 
which occur due to staff performance and confidence levels (Fullan, 2001). Staff members face 
two main issues: social-psychological fear of change, and insufficient knowledge and skills to 
implement the change (Fullan, 2001). Therefore, school leaders should ensure that they apply 
different approaches to manage varied challenges and situations.  
Teachers also play a vital role in implementing changes within their school. Teachers’ 
perspectives play an important part in the change process because they implement the change 
and work with their students in their classrooms, and they understand the day-to-day insights and 
pressures of teaching (Fullan, 2001). As noted by Greenberg and Baron (2000), teachers often 
find it easier to maintain their habitual teaching practices than embrace changes, unless they 
understand and appreciate the need for such change. To overcome staff resistance to change, 
Zimmerman (2006) suggested that schools should create a sense of urgency by uncovering 
learning deficiencies uncovered by assessment data; develop and operationalize the school’s 
vision; reward constructive behaviours that support the school’s new direction; focus on meeting 
short-term goals; and establish a professional learning community for all stakeholders at the 
school. The success of adopting and implementing a new curriculum is also dependent on how 
motivated staff members at schools are to learn and carry out the new framework. Apart from 
teachers’ experience and skills, their commitment, attitudes, motivation for innovation, 
competences and communication styles are crucial in the quality and direction of an 
implementation process (Altrichter, 2005).  
IB MYP: LIBERATION OR SUFFOCATION? 100 
A few researchers have examined the role of leaders and teachers in supporting school-
wide implementation of the MYP. Robertson (2011) found that teachers’ competency and 
motivation towards the MYP is correlated with how much time a MYP Coordinator dedicates 
towards mentoring teachers as part of the implementation process. Additionally, Moore (2017) 
recommended that schools should send more of their teachers to multiple workshops and not just 
meet the basic professional learning requirements.  
3.5 APPROACH 
We used a qualitative research design to examine teachers’ and school leaders’ 
perspectives about their school’s rationale for discontinuing the MYP. Qualitative methods 
enabled us to capture ‘insider’ views on the phenomenon and in turn, rich data for analysis. 
3.5.1 Research design and data collection 
Since very little is known in the literature about why schools discontinue IB programmes, 
we decided to employ an inductive and exploratory qualitative research design (Marshall & 
Rossman, 2011), an appropriate approach when examining a little understood topic. As is 
common with inductive research, we did not start with a theoretical framework that we wanted to 
test or use to inform data collection and analysis (Creswell, 2008). Rather, we wanted to hear 
what participants deemed important without directing them to speak about factors suggested a 
priori by a particular theoretical perspective. After the analysis, we sought a theoretical 
perspective that would help explain our findings. We decided that theory about school-wide 
curricular reform was useful for explaining our findings and integrating them into a larger body 
of literature.  
We also used a multiple case study design. Case studies are useful for explaining “how” 
and “why” questions in real-world contexts (Yin, 2018). We chose this design because it would 
allow us to understand how and why the schools in our study discontinued the MYP. In the 
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context of our study, the “case” that we are investigating are the reasons why schools discontinue 
the MYP. As case studies gather data from multiple perspectives to enable a holistic and 
comprehensive understanding (Yin, 2018), we collected data from three school-level 
stakeholders: school leaders, MYP Coordinators, and teachers. Conducting the study at multiple 
case sites that had different contexts allowed us to examine whether patterns in the data were 
related to particular contexts or not. The findings of case studies are not generalizable to 
populations or universes, but they are useful for analytical generalization (Yin, 2018). In other 
words, they are useful for providing new analytical and theoretical insights, not for extrapolating 
probability. This means that the findings of our study are not generalizable to other schools, but 
they can provide new insights and understanding. For researchers, these insights help develop the 
theoretical and empirical knowledge base, leading to new hypotheses and lines of research.  
We used one-on-one, open-ended questions in the interviews to enable us to gather in-
depth knowledge through participants' perspectives (Creswell, 2012). Participants were asked to 
reflect on their perspectives of the MYP and its impact on teaching and learning in their school, 
as well as the reasons why their school adopted and discontinued the programme. Each interview 
lasted between 30 to 80 minutes. The interviews at School 2 (S2) and School 3 (S3) were 
conducted face-to-face at their respective school sites. To accommodate staff’s work schedule, 
interviews with participants at School 1 (S1) were carried out via email and telephone. To control 
for potential disparity in the depth of responses, School 1’s interviews were carried out in the 
same manner as the face-to-face interviews by asking the same set of research questions and 
clarifications were sought with follow-up email communication. We use pseudonyms to maintain 
anonymity of the participants and schools, as per the requirements of our ethics approvals.  
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3.5.2 Case sites 
We used purposive sampling techniques (Creswell, 2008) to recruit case sites. Based on 
information provided to us by the IBO, we contacted all five schools in Australia that had 
discontinued the MYP within the previous two years. Three of these schools accepted our 
invitation to participate, all of which we included in our study.  
Table 8 
 
Background of the three participating schools 
















































































































































































































($14,032) 1152 1 68 High 5 7 
S2 Private 
$6,954 
($4,978) 1073 9 32 Middle 7 2 
S3 Public $475 ($340) 928 50 5 Low 5 3 
 
Table 8 provides details about each of the participating schools, gathered from the federal 
government’s My School website. Each school is also assigned a score on the Index of 
Community Socio-Educational Advantage (ICSEA) and this provides a guideline of the socio-
educational backgrounds of students at schools (ACARA, 2015). The schools were located in 
two states. The characteristics of the schools in our study reflect the typical profile of IB schools 
in Australia: almost always located in large cities, typically private, and mostly enrolling students 
from the middle and higher socioeconomic backgrounds (Dickson et al., 2017). 
School 1 (S1) is a prestigious private, high fee, Christian-affiliated, single-sex college 
located in a central metropolitan area within “State A”. School 1 enrols students from 
Kindergarten to Year 12. They adopted the MYP in 2009 when they formed a new middle school 
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section. After seven years of the MYP, they conducted a review and decided to discontinue the 
MYP.  
School 2 (S2) is a mid-fee paying, private, Christian-affiliated, co-educational college 
nestled in a metropolitan suburb in State B. The MYP was run for students in Years 7 to 9. 
School 2 adopted the MYP at the beginning of 2015 but discontinued it just two years later, after 
carrying out a survey with their staff members, students and parents.  
School 3 (S3) is located in an outlying suburb within State A and is a co-educational 
public school that enrols students from Foundation (kindergarten) to Year 12. This school 
adopted the MYP in 2012 but decided to discontinue it three years later after general staff 
feedback and a consultation with the school’s governing council. In contrast to the first two 
schools, School 3 has a much lower socioeconomic profile.  
3.5.3 Participants 
The interviews were conducted with 17 individuals: four principals and/or deputies, three 
former MYP Coordinators, and 10 teachers, for the purpose of capturing a holistic understanding 
from a cross-section of staff at each school. Table 9 below shows participants’ background, the 
number of participants from each school who took part in this study and the duration of their 
teaching experiences. Gaining responses from such a varied selection of staff and 
demographically different schools allowed us to triangulate and identify similar and divergent 
themes. The nature of qualitative research considers varied perspectives and so no specific 
control mechanism was put in place in this study. 
  
IB MYP: LIBERATION OR SUFFOCATION? 104 
Table 9 
 









S1 Max 18 10 years Deputy Head of Middle School 
S1 Bob 19 18 months Director of Teaching & Learning 
S1 Nate 16 7 years Former IB Coordinator 
S1 Matt 21 5 years English teacher 
S1 Pete 48 11 years Mathematics teacher 
S2 Cory 30 Less than 6 months Principal 
S2 Adam 17 2 years Science teacher 
S2 Joy 5 2 years Indonesian teacher 
S2 Valerie 12 2 years Former IB Coordinator 
S2 Kelly 10 2 years Head of Technologies 
S2 Rose 11 2 years Science teacher 
S2 Sandy 16 2 years Dean of Science 
S3 Dolly 20 3 years 
Deputy Principal and Former IB 
Coordinator 
S3 Bill 10 6 years PE/Health/Arts teacher 
S3 Deb 4 2.5 years Year 6/7 teacher (all learning areas) 
S3 Janice 8 6 years Year 8 - 10 English/Humanities teacher 
S3 Ray 20 11 years 
Director of Studies (Innovation and 
Pedagogies) 
 
Each principal from these schools was asked to nominate 3-4 staff members who taught 
the MYP at their school, including their former MYP Coordinators, to participate. We did not 
provide any other selection criteria for the selection of participants since we believed the 
principal was in the best position to identify staff members who had been present throughout the 
school’s MYP journey. Participants’ teaching experiences ranged between 4 and 48 years, and 
the participants’ experience with the IB also varied. Although our sample size is small, the 
demographic and economic characteristics of the schools differed substantially, creating the 
potential for variety of perspectives. Examining the similarities and differences between each 
school’s and individual teacher’s perspectives of the MYP gave us an in-depth understanding of 
their experiences with this IB programme. Readers may also feel that any similar findings across 
the three schools may give this research more credibility (Shenton, 2004).  
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3.5.4 Data analysis 
A qualitative analysis software program, NVIVO, was used to systematically code and 
analyse the interview data. The transcribed interviews were analysed using thematic analysis 
method (Braun & Clarke, 2006). Following a grounded theory approach and using constant 
comparative methods (Charmaz, 2003), the data was coded for keywords, themes and concepts 
(Creswell, 2012). Each participant's response to each question was compared to identify 
similarities and differences across the data set (Charmaz, 2003). Codes were synthesised into 
larger thematic categories iteratively over two cycles, as recommended by Saldana (2016).  
Cross-case analysis was also conducted to identify similarities and divergences across the sites, 
and to examine whether responses were patterned by school characteristics. Finally, the IB 
Standards and Practices: Philosophy, Organisation and Curriculum (IBO, 2014b) were used to 
frame these characteristics.  
3.6 FINDINGS 
In this section, we present our main findings from the interview responses using key 
subheadings to highlight the reasons why these schools adopted and then later discontinued the 
MYP.  
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3.6.1 Adopting the MYP 
The main reasons why the three schools adopted the MYP are shown in Table 10.  
Table 10 
 
Main reasons for adopting the MYP 
 
 
Participants at all three schools unanimously responded that they adopted the MYP due to 
internal and external leaders insisting that the MYP would benefit their schools. School 1 (S1) 
and School 2 (S2) adopted the MYP due to their previous principals’ priority for establishing this 
programme at their schools. School 1 wanted to become an IB World School through adopting 
the MYP (Pete, S1), since they were already running the PYP and DP at that point (Bob & Max, 
S1). School 2’s former principal wanted the school to adopt this programme with the intention 
that it may improve their students’ academic achievement and their school’s identity within their 
community (Cory, S2). On the other hand, School 3 (S3) adopted the MYP because an authority 
within their region made this decision for them (Dolly).  
In terms of curriculum and pedagogy, participants from all three schools perceived that 
adopting the MYP could improve the rigor of their existing local curriculum (Dolly, S3; Bob, S1; 
Valerie, S2). Sandy at School 2 reported that their former principal “passionately believed in 21st 
Reasons for adopting the MYP # of participants Schools 
1) A push from either internal or external leaders 11 S1, S2, S3 
2) A desire to enhance school identity and prestige 8 S1, S2, S3 
3) For accountability and standardisation reasons 8 S1, S2, S3 
4) To make their teaching and curriculum more rigorous 7 S1, S2, S3 
5) To recruit and maintain student enrolment 5 S1, S2, S3 
6) To gain status as an IB World School 3 S1 
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century learning” and felt that the MYP was a way to introduce this form of learning at their 
school. At School 3, the MYP was seen as a good opportunity to “pull in a different clientele that 
might appeal to people and take them away from going or sending their kids to private school, 
send them to the state school” (Ray). The school was also hoping to “tidy up some elements of 
curriculum and the rubrics” (Janice) and “get some rigour back into their curriculum” by 
“enhancing what (they) are doing with the Australian Curriculum” (Dolly). At School 1, Nate 
shared that they did not have any “standardised approach to curriculum planning or 
documentation,” “no common assessment methods, no content descriptions (these were largely 
school-based decisions) for subjects,” “no authorisation or verification processes” and “no 
assessment moderation (external) opportunities available.” Therefore, School 1 adopted the MYP 
for accountability as well as standardisation purposes. 
Overall, the schools wanted to position themselves as being academic, international, seek 
a uniformed method for unit planning and assessments and also, enhance their schools’ identities. 
However, these schools eventually made the decision to discontinue the programme. The 
following section summarises these reasons. 
3.6.2 Discontinuing the MYP 
Participants provided similar reasons why their school discontinued the MYP. The most 
commonly shared factors are listed in Table 11.  
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Table 11 
 
Main reasons for discontinuing the MYP 
 
Despite the differences in school demographics, there were other similar challenges they faced 
during their time with the MYP, as summarized in Table 12.  
Table 12 
 
Other challenges leading to discontinuation of the MYP 
Other challenges identified by participants Schools 
1) Staff and students were stressed S2, S3 
2) Staff were not engaged with the MYP S1, S2, S3 
3) Staff did not understand the MYP S1, S2, S3 
4) Staff felt MYP was not suitable for their subject area S1, S2 
5) Staff perceived that the MYP was complex and its language was convoluted S1, S2, S3 
6) Staff had to travel out of their state to attend professional development (PD) 
courses 
S2 
Reasons for discontinuing the MYP # of participants Schools 
1) Difficulties with the curriculum and pedagogy   
• Challenges with merging the MYP and Australian Curriculum 14 S1, S2, S3 
• Challenges faced with the MYP’s criterion-referenced rubric 14 S1, S2, S3 
• Mixed reactions with inquiry-based teaching and learning 13 S1, S2, S3 
• Challenges with development of skills 6 S1, S2, S3 
2) Limited financial and temporal resources   
• Challenges with resources 12 S1, S2, S3 
• Financial challenges 10 S2, S3 
3) Limited leadership support 7 S1, S2, S3 
4) Alienation from the broader school community (parents) 6 S2, S3 
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On the whole, these factors influenced many staff members’ lack of motivation and commitment 
to the MYP. We provide more detail below about the four themes from Table 11, drawing on 
participants’ voices to illustrate. 
3.6.2.1 Difficulties with curriculum and pedagogy  
In this section, we will describe four ways in which participants found difficulties with 
the MYP’s curriculum framework and pedagogy. These are challenges with merging the MYP 
and the Australian Curriculum, challenges faced with MYP’s criterion-based rubrics, mixed 
reactions with inquiry-based teaching and learning, and challenges with development of skills. 
3.6.2.1.1 Challenges with merging the MYP and Australian Curriculum. Participants at 
all three schools reported difficulties integrating the MYP with the Australian Curriculum. Staff 
members at Schools 2 and 3 in particular also felt that interdisciplinary unit (IDU) requirements 
were impractical. For example, Ray from School 3 informed that as the Australian Curriculum 
was reviewed, refined and modified in recent years, they saw “a lot more of those 
interdisciplinary approaches and the general capabilities (which) the IB probably had as an 
advantage, then became less of an advantage” since now the Australian Curriculum also 
encouraged more IDU engagement within schools. Therefore, instead of paying to run the MYP, 
Ray (S3) added it was more attractive and easier to just focus on the Australian Curriculum.  
Kelly from School 2 also felt similarly where she added that she “was confused as to why 
when we had a perfectly good [Australian Curriculum] option that we'd choose to implement 
(the MYP), but we didn't get a choice (and) we were told we were doing it.” Additionally, Max 
(S1) shared that: 
The MYP added a layer of complexity to the delivery of the 
Australian Curriculum that was deemed to be unnecessary (and) 
it required “extra” work from teachers in order to deliver their 
subjects, often at the expense of clarity for the (students)… the 
added layers required to be MYP compliant often meant teachers 
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were taken away from teaching the core knowledge essential to 
develop a deeper understanding of the subject area. (Max, S1) 
 
Overall, staff members from all of these schools suggested that the challenges they faced 
with the pedagogy and curriculum stemmed from a lack of promotion of the MYP’s benefits in 
the initial stages during the adoption process may have also created a disconnection, resistance 
and insufficient understanding of the MYP within their internal teaching community and among 
parents. 
3.6.2.1.2 Challenges faced with MYP’s criterion-referenced rubric. Staff from all three 
of these schools unanimously shared their struggles with the MYP’s criterion-based rubric that is 
used in the assessments. For example, in mathematics, Pete (S1) felt that using criterion-based 
rubric was not effective, “the assessments seem to be wishy-washy” and said it was suitable for 
the stringent academic demands in Mathematics. Pete (S1) added that within a one to seven 
grade in the MYP, teachers tend to easily “give a four, and a four looks like a pass in the old four 
out of seven.” Bob (S1) also added that the rubrics in the MYP’s criterion-based assessments 
caused challenges to differentiate and standardise grades. He shared, that the MYP is 
“unnecessary and limiting (and) the grading system is invalid,” and “reducing all subjects to a 1-
8 four category criteria makes little sense” (Bob, S1). Bob (S1) felt that “the main problem is that 
the MYP seems to expect progression – the idea is that the content difficulty should increase 
from year to year, not keeping the work at the same level and simply expecting scores to 
increase” and there is “very little ability to standardize, particularly between subjects.” These 
sentiments were also shared by the rest of the interviewees at School 1 (Nate, Matt and Max), 
who noted the challenges they faced with the marking and MYP rubrics.  
Similar to the opinions shared by participants from School 1, Janice (S3) agreed that her 
school did not see the benefit with the MYP, especially with the change between the Australian 
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Curriculum’s alphabetical grading throughout the students’ primary years, after which it changes 
to numerical grading with the MYP. Beyond the confusion teachers experienced with the 
difference in grading with the Australian Curriculum and the MYP, Rose from School 2 also said 
their parents were still keen to find out how their child did in relation to the “traditional A, B, C, 
D grade” despite their school explaining the rubric and MYP grading format to them through 
parent nights, parent-teacher interviews and newsletters. Rose (S2) added that “a grade that is a 
letter based is something that they can relate to [since] they got them in school [and] it’s familiar 
and comfortable: if you're getting a D, you know that that means you’re not doing that great. If 
you're getting two, you don't know what that means.” Beyond the confusion created by the 
MYP’s numerical style grading, Joy from School 2 also felt that “the language used in all these 
criteria was very convoluted and it was hard for parents or anybody to connect with…You would 
call it criterion A, B, C and D and parents and students even ourselves as teachers found it hard 
to connect to that kind of language.” Sandy (S2) also shared similar thoughts on the language 
being confusing: 
I think the vocabulary…the way it is worded and there are such 
tiny differences between scoring in the two three area…and 
scoring in the four five area. It was just a slight change in the 
wording and I think. I think they struggle to understand the 
difference between (the word found on the criteria) ‘mostly’. For 
(students) trying to work through rubric and say, “Have I mostly 
done that?” I think the language was challenging to most of our 
students. (Sandy, S2) 
 
Beyond the confusion with the MYP’s rubric, staff members also faced issues with its 
pedagogy, as discussed in the next section. 
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3.6.2.1.3 Mixed reactions with inquiry-based teaching and learning. At School 1, the 
general consensus was that inquiry-based approaches such as the MYP are not suitable for all 
subject areas. Unlike Matt’s (S1) point-of-view that the MYP “enabled the English faculty to 
foreground [concept-driven teaching] and make connections between texts and societal/historical 
events more explicit,” Max (S1) mentioned that “sometimes the skills and knowledge to each 
subject was lost behind requirements to deliver the various layers of the MYP framework.” 
Similarly, Bob (S1) said: 
Inquiry is one methodology which may be appropriate at certain 
times, in certain topics and in certain subjects…in an attempt to 
make teaching genuinely inquiry-based (i.e. children co-
constructing their own learning), it instead makes teaching 
delivery fixed and robotic. (Bob, S1) 
 
Additionally, Nate (S1) mentioned that the “Australian Curriculum requirements were 
difficult to resolve alongside MYP [and the] inquiry model was simply not working well with too 
many subjects and students’ expertise were suffering.”  However, at School 2, Joy, who taught 
languages and Rose, who taught science, shared Matt’s (S1) viewpoint about adopting inquiry-
based learning with ease within their subject areas. For example, within her languages 
department, Joy at School 2 appreciated the MYP: 
[the MYP] introduced new ways of thinking about teaching and 
thinking … what about is best practice … it was very forward 
thinking … it helped us with the cross-curricular thinking and 
trying to involve each other into each other’s subjects because 
high school’s very insular as you understand subject by subject 
but it got us thinking that how can we make this topic relevant to 
this topic so then the kids can see the connections … we had a 
very holistic idea of a child which is good but it also raised the 
bar as far as academic scope. (Joy, S2) 
 Sharing a different perspective, a participant from School 3 felt that inquiry-based 
teaching and learning is challenging for kids with learning difficulties. She added that, “if you 
had to coach a lot of those kids, you just couldn't go there. Their level, content, and the depth of 
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the inquiry would be much, much less” (Janice, S3). Additionally, she shared that “with inquiry-
based learning, you still need to have a foundation knowledge…to teach that foundational 
knowledge, the kids need to have a literacy level that enables you to impact that knowledge [and] 
our kids still don't have that…that hindered the ability to teach the more inquiry-based learning 
approach” (Janice, S3). Therefore, inquiry-based teaching and learning is more suitable for some 
learning areas and can be effective when students have higher learning abilities, according to 
these teachers from each school. 
3.6.2.1.4 Challenges with development of skills. Teachers at all three schools also felt 
that developing various skills through the MYP was challenging. Additionally, Matt (S1) 
informed that “other than the Learner Profile, the MYP and the DP did not use the same language 
and there were certainly no skills focus since subject content had to be delivered.” He felt that 
the skills development through MYP was artificial (Matt, S1). Moreover, he shared that 
“language and focus at [Years 11 and 12] were content driven as opposed to skills driven. 
Obviously, both [the state-based AC] and the DP require skills to be developed but there just 
wasn’t the same artificial focus on it that there was at MYP” (Matt, S1). Adding to this similar 
thought, Nate (S1) said that the “‘tacked on’ features of the MYP [Approaches to Learning, key 
and related concepts, inquiry statements, Learner Profile] detracting far too much from the actual 
discipline itself – both for teachers and for students.”  
At School 2, Joy mentioned that academically weaker students struggled with developing 
some of the skills: 
a little bit alienated from the whole program, because it's very 
hard to think as a global perspective … It's very complex to 
think about things from that very intellectual point of view, 
international climate, global-mindedness. (Joy, S2) 
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Similarly, at School 3, Janice said that while they had the Learner Profile posters on their 
walls, it was “a bit of a show [and] the kids don't often live and breathe it” and among the ten 
attributes they have “only probably got through half, [or] a bit more than that.” Furthermore, 
schools also faced challenges with the various resources. 
3.6.2.2 Limited financial and temporal resources  
The three participating schools in this study were faced with time and financial 
constraints, which are described below. 
3.6.2.2.1 Challenges with resources. Participants at all three schools reported that time 
constraints and additional workload influenced their schools’ decisions to discontinue the MYP. 
At School 1, Nate shared that they spent too much time “in curriculum documentation and 
planning to no great benefit.” Similarly, Ray (S3) also felt that “the big challenge with the IB has 
been the amount of time spent on what seems to be just compliance stuff…it’s just a lot of time 
spent on just creating documents to have in a folder to say you’ve done that step as opposed to 
planning stuff that you're actually programming really meaningful stuff. It was more like just a 
chore.” Many participants reported that the MYP required extra demands on their workload, but 
they were not given any extra time to plan. As described by Sandy (S2) regarding the 
implementation of the Personal Project, “We haven’t been given any time to implement this. 
Who on earth was going to take on board the Personal Projects, which is a massive undertaking 
in terms of time and energy commitment?”  
Apart from challenges faced with limited time given to teachers to plan lessons, 
participants from all schools faced changes in their teaching and learning timetables [schedules]. 
Teachers from these schools shared that their classroom teaching sessions were shortened after 
adopting the MYP. For instance, Rose (S2) reported, “In Year Seven and Year Eight, we went 
from seeing [science] classes three times a week to two times a week because they needed to up 
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the number of hours in mathematics and English.” This created a struggle of lesson continuity 
according to Rose (S2): “Twice a week wasn’t quite enough to develop the relationship with the 
students, be able to assist them to develop their own ideas. By the time we saw them on Tuesday 
and then again on Friday, they’d forgotten what they’d done on a Tuesday.” Timetabling was also 
an issue at School 3, where Janice explained that running an IDU was “a big timetabling issue. 
You’ve got to have the same kids, running in the same classes, and have two teachers that want 
to do something together.” At School 1, Pete also identified that “the content provided in maths 
and science is significant, and it does require a fair bit of one-to-one, or teacher-lecturing type 
situations … Now, they’re expecting students to come up with great mathematics without the 
one-to-one, or the contact hours that once used to be.” Ray (S3) also added that “It’s too hard to 
get the same kids with the same teachers in the same place at the same time or just make it so 
that teachers have got enough time to sit down and collaborate and plan something out across the 
faculties.” Hence, lack of class time in subject areas due to timetable factors and reduced contact 
time between teachers to plan and organise IDUs and Personal Projects affected how the MYP 
was enacted, which in turn reduced teachers’ commitment to the MYP. 
3.6.2.2.2 Financial challenges. Many participants from Schools 2 and 3 explained that 
financial strains influenced their schools’ decision to let go of the MYP. Investing in staff 
upskilling [professional development] courses overseas and paying for school IB evaluations 
were some of the financial strains faced by Schools 2 and 3. Participants highlighted the high 
cost involved in MYP professional development for their staff, which created a financial pinch 
for their schools. For example, staff mentioned that professional development was very 
expensive since these workshops were often held interstate and overseas (Janice, S3 & Joy, S2) 
and schools also had to pay for their IB evaluations (Ray, S3); whereas, “doing the Australian 
curriculum doesn’t cost anything [and] any PD that we do is free or very minimal” (Kelly, S2). 
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Janice (S3) also added their school did not see the value nor reward in paying to adopt the MYP 
as she shared that “you don't have to pay for the methodology. It's just a way of teaching.”  
At School 3, even though many of the staff had received the MYP training, Dolly shared 
that it was financially too challenging to ensure every staff member continually kept up with the 
learning and understanding of the programme. Dolly (S3) mentioned that her school employs a 
large number of contract staff, which made it challenging to ensure that new staff were MYP 
trained. She added, “it’s a lot of work to upskill” (Dolly, S3). This was also a similar sentiment 
shared by Joy from School 2. Additionally, Bill (S3) shared that “there’s a yearly cost for the 
IB... and then we have to go through an auditing process which you have to pay to go through... 
I’ve just felt that that money could be spent elsewhere.” Similarly, Joy (S2) informed that their 
school had “to pay [the IB] a yearly fee, I’m pretty sure, to be even a candidate school…we have 
to let them come in, give teachers time off for a lot of this professional development which again 
costs… this is my understanding of why we chose not to go that way.”  
In addition to the extra financial demands associated with the MYP, participants at 
Schools 2 and 3 shared that their clientele were struggling financially, which affected their 
student enrolment during their time with the MYP. For example, participants from School 2 
shared that many of their clientele were financially challenged due to job losses with the 
economic downturn, which resulted in a decrease in student enrolment (Joy & Kelly, S2). This 
meant that the one of their initial reasons for adopting the MYP – to recruit students and increase 
enrolments – was not achieved. Declining enrolments meant that the school had less money on 
curriculum investments such as the MYP. For example, Joy (S2) shared since “a lot of our kids 
are FIFO [fly-in fly-out] kids and many of their parents were losing all their mining jobs, we had 
a huge bunch of kids leave and move to public schools.” Kelly (S2) explained that they were 
losing many students and “not just since [the MYP was] implemented but we’re in a really 
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sensitive time for independent [private] schools, where there are a lot of parents that are 
struggling financially and thinking about whether or not they are going to use a private school.” 
However, their former MYP Coordinator, Valerie (S2), did not feel that they lost many students 
due to the MYP but rather, she added that with the one or two students they lost, it was due to the 
changes in the new leadership and the changes the school was undergoing, which created a 
period of confusion. At School 3, Bill felt that the money they spent on MYP could have been 
spent in other areas at their school, such as improving their IT services. Hence, losing student 
enrolments and paying for expensive professional development caused a financial strain at these 
two schools, which played a role in why they let go of the MYP.  
3.6.2.3. Limited leadership support 
Staff members at all three schools shared their opinion about the lack of direction and/or 
support from their leadership team. At School 1, Pete shared that the previous leaders at their 
school were not “really forceful, convincing, [nor gave] strong, practical support for them to say, 
‘We're doing it and you got to get on-board with it.’” At School 2, staff members described a 
range of leadership issues that impacted their school’s decision to discontinue the MYP. 
Participants explained that the former principal had rushed the adoption of the MYP without 
explaining the programme’s benefits to staff. Participants also reported that they did not feel 
supported or guided by the school’s MYP Coordinator. Rose (S2) added that “the support just 
wasn’t there to help us do what we needed to do...we felt disenchanted by what was expected of 
us.” Kelly (S2) mentioned that while “more things were being implemented, less things were 
being communicated well by the MYP coordinator.”  
Adoption of the MYP also occurred with too many other immediate and rapid changes. 
Cory, the new principal, reported that many staff members at the school did not value the MYP 
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because they associated it with the former principal. Valerie (S2), however, believed that 
financial stress was the main reason why the school discontinued the MYP:  
I think it was a completely financial decision why they decided 
to get rid of [the MYP]. I don’t think it was because the new 
principal didn’t agree with the philosophy, or didn’t agree with 
the framework…but it just came down to money. (Valerie, S2) 
 
Even though there are differing opinions, many of the interviewees did pinpoint the previous 
principal’s rapid changes and bringing in the MYP in a rushed manner as reasons for their 
dissatisfaction. 
3.6.2.4 Alienation from the broader school community (parents)  
Staff members at School 2 also voted to let go of the MYP as they felt adopting this 
programme was forced upon them and their clientele did not aspire to be mobile, which meant 
that adopting the MYP alienated the school from their community. Among their teachers, Cory 
(S2) noted that his colleagues felt their school was part of a “real, connected and involved 
community where everyone had a say and it was a real school community [but] because this was 
an imposed change, they were forced or made to do [the MYP] rather than encouraged to see the 
benefits and to come along in that journey…that was where we lost something in the process.” 
Based on feedback from their clientele, Cory (S2) believed that the MYP was not a good fit for 
his school since their community of parents do not aspire to study and live overseas. He added 
that families wanted “a job locally and probably will settle in locally as well” (Cory, S2) and 
therefore, the inclusion of MYP for mobile populations was not a draw card for this school.  
Similarly, at School 3, Janice felt that since their “school is in a very low socioeconomic 
area,” and their students do not move schools or countries, the MYP had no benefits because it 
was “probably made for people who are transient and may want to move their children or family 
from one school to another and know that they can be safely put back into a methodology and a 
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grading system that they’re familiar with [and] this is a program that they don’t always 
understand.” Apart from the mobility factors, Dolly from School 3 pointed out that they also 
faced a disconnect with the wider community since at their school, they did not have the PYP nor 
the DP and therefore, their students could not fully engage with the IB programmes to have the 
transition from one programme to another. Additionally, within their internal school community, 
Dolly (S3) felt that taking on the MYP “was forced upon the school,” hence she added that many 
staff members “initially had their back up [as] it was put upon us and not a choice and they didn’t 
believe in it.” These issues were only specific to Schools 2 and 3 since no staff members at 
School 1 shared this particular disconnect.  
Summary. The findings highlighted a diverse range of reasons for why schools 
discontinued the MYP. These were dependent on a specific combination of school capacity and 
MYP implementation issues outlined above. Interestingly, as outlined in Tables 1 and 2, the 
reasons for adopting the MYP proved to be similar to the reasons why schools discontinued the 
IB.   
3.7 DISCUSSION 
In this section we present the main findings from the cross-case analysis and integrate 
them with other literature. We use the IB’s Standards and Practices (2014b): Philosophy, 
Organisation and Curriculum to frame the findings. 
3.7.1 Philosophy 
3.7.1.1 Partial staff buy in  
Even though each school faced teething problems during their period of adopting the 
MYP, only a small proportion of teachers showed enthusiasm towards the MYP and most of 
these participants were from School 3, the only public school in our sample and the one with the 
lowest socioeconomic composition. Comparing Schools 1 and 3, who are on either end of the 
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socioeconomic continuum, School 3’s teacher reported greater support for the MYP and took on 
this IB framework to improve their identity within their community and attract families to enrol 
at School 3 instead of sending their children to a private school. A similar finding was reported 
by Perry et al. (2018), where a low SES Australian public school also appreciated the MYP as 
they found that having this programme helped them draw a more diverse clientele to their school. 
Financial costs and funding factors were also reasons for giving up the DP at state schools, 
according to Bunnell’s study (2015). However, as reported by Perry et al. (2018) and Bunnell 
(2015), teachers at School 3 remarked that the financial cost and the excessive paperwork 
associated with offering the MYP outweighed the educational advantage of offering the 
programme. 
3.7.2 Curriculum  
3.7.2.1 Impact of the Australian Curriculum 
While participants shared positive feedback about the MYP, many questioned the need 
for this programme, considering that the updated Australian Curriculum was sufficient and was 
available to all Australian schools. A consistent opinion from participants in all three schools was 
that they felt the Australian Curriculum provided similar benefits as the MYP, but without any 
additional cost or workload. This opinion was similarly expressed in a recent study, where staff 
from an Australian public primary school, which no longer offers the MYP, felt that the recently 
updated Australian national curriculum contained many common elements of the MYP (Perry et 
al., 2018). Even though the MYP is a curriculum framework that provides a structure for 
delivering the Australian Curriculum, participants in this study nevertheless called into question 
the level of need, clarity, suitability and practicality (Altrichter, 2005) of implementing this IB 
programme. Also, regardless of the school’s socioeconomic status or sector, participants in our 
study found it challenging to marry the MYP’s requirements with those of the Australian 
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Curriculum and felt that the time required to do so could have been better spent on other areas, 
such as planning and teaching.  
3.7.2.2 Confusion between two systems  
Offering the MYP alongside the Australian Curriculum means having to manage two 
different assessment grading and reporting systems. All three schools in our study reported that 
implementing the IB’s grading system created significant challenges for parents, teachers and 
students, regardless of how long had offered the MYP. Staff members for each school in this 
study felt that changing the Australian Curriculum’s alphabetical A - E grading scale to the 
MYP’s numerical 1 - 7 scale was confusing and difficult for stakeholders at these schools to 
understand. Similar findings were reported by Visser (2010) and Perry et al. (2018), where 
schools struggled to negotiate the demands of the MYP’s grading system within the context of 
their national curriculum requirements.  
 
3.7.3 Organisation  
3.7.3.1 Influence of training on staff efficacy and motivation 
Participants mentioned that their schools were challenged to keep up with the MYP 
training, due to cost factors. In turn, this meant that some teachers were unable to gain a 
sufficient understanding of the MYP. When teachers have the opportunity to attend MYP 
workshops and have the chance of learning more about the programme’s assessment 
components, their level of motivation increases (Moore, 2017). Additionally, the strained 
financial positions of Schools 2 and 3 may have adversely affected their teachers’ level of 
motivation through the lack of training and workshops they were able to provide.  
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3.7.3.2 Lack of leadership support 
Schools need their leadership team, especially the MYP Coordinator, to be inspirational 
and transformational in encouraging their staff to embrace the MYP. The MYP Coordinator has 
an important role in mentoring staff and ensuring that they thoroughly understand the 
requirements of the programme (Robertson, 2011). It was mentioned by several staff at School 2 
that the administrative team who initially implemented the MYP did so in an authoritarian 
manner, which decreased staff motivation from the beginning. Furthermore, the staff at School 2 
felt that their MYP Coordinator did not offer sufficient support, guidance and communication, 
which ultimately led to staff feeling disenfranchised. Such feelings among staff influences the 
school’s inability to run the MYP successfully. Therefore, principals should embody the values 
and behaviours that align with the school’s vision (Elmore, 2004; Fullan, 2002) and inspire their 
staff to meet the challenges set by the school (Duke, 2004). 
3.7.4 Summary 
Regardless of the school’s SES, sector or length of experience with the MYP, the schools 
interviewed in this study, all of whom ran the MYP for a significant period of time, decided to 
discontinue it for a number of reasons related to the specific combination of school capacity and 
each school’s MYP implementation process. Despite perceiving many positive aspects of the 
MYP, participants from our study concluded that the advantages of the MYP did not outweigh 
the disadvantages associated with it. Our findings suggest that schools who are considering 
adopting the MYP should consider the pros and cons associated with offering the MYP – 
understand the necessary resources, such as time and cost involved; understand their own school 
context; adequately plan for the level of investment needed in such reforms and ensure that 
constant organizational support is available in order to be fully invested and successfully 
implement a curriculum reform. However, since each school in our study had a unique 
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educational context, care needs to be taken when attempting to apply the findings generated to 
other schools.  
3.8 THEORETICAL INSIGHTS AND FUTURE RESEARCH 
Our findings confirm prior theoretical insights about the importance of leadership and 
resourcing for implementing and sustaining school-wide curricular frameworks and reform more 
generally, as described by Elmore (2004), Fullan (2001; 2002) and Greenberg and Baron (2000). 
They also further contribute to these well-established theoretical perspectives in two ways. First, 
they show that resourcing can be an issue for many schools, even those that are financially 
sound. Second, they show that continuous leadership support is necessary to sustain school-wide 
approaches not just during the initial implementation phase but even years afterwards.  
Our findings also advance new theoretical insights about the role of macro-level policies 
and processes on the sustainability of school-wide curricular frameworks. They shed light on the 
possible tensions that may arise when schools are required to implement a district or national 
curricular framework when also implementing an approved alternative [such as an IB 
programme]. In some other national contexts, schools that offer the IB may be given more 
leeway than in Australia in terms of teaching the district or state curricula, as well as the 
accountability measures that accompany it. Even though the MYP is designed to be able to 
integrate with local/national requirements, our findings suggest that schools may find this 
“dealing with two masters” onerous. Similarly, our findings shed new light about the 
disadvantages and advantages of alignment of local/national curriculum with an alternative 
curricular framework. On the one hand, alignment in terms of approaches and principles can 
make it easier for schools to implement both frameworks. On the other hand, too much 
alignment [overlap] may reduce the attractiveness of the alternative framework. It could be the 
case that sustaining the alternative curriculum is more easily done when schools are not required 
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to also offer the local/national curriculum and/or are not required to follow the same micro 
accountability measures, and/or the alternative framework is very different from the 
local/national and schools can see a clear advantage.  Future research could test these hypotheses 
by examining them in more detail, and in particularly, examining them in national contexts with 
different policy landscapes. 
3.9 LIMITATIONS 
As with any small-scale qualitative case study, caution needs to be used when seeking to 
generalize findings to other contexts. We examined a small selection of schools in Australia, 
which may not be representative of the population of schools that offer or have offered the MYP. 
The teachers who participated in the study were chosen by their school leaders, not randomly, 
therefore their viewpoints may not be representative of the entire school’s teaching team. 
Additionally, it is possible that principals may have strategically chosen specific staff members 
to be interviewed to express a particular viewpoint. However, given that the MYP appeared to be 
generally unpopular with staff at each of these schools, participants’ perspectives may have been 
more or less consistent no matter who the principal chose. In summary, readers should see our 
findings as a first step for developing theory and empirical knowledge about the reasons why 
schools discontinue the MYP and about the factors that promote the sustainability of the MYP 
more generally. 
3.10 CONCLUSION 
As the first study to examine why schools discontinue the International Baccalaureates’ 
MYP, our findings contribute to an emerging line of research about the challenges that schools 
face when offering an IB programme. Many researchers and leading foundations and 
organizations, including the Gates Foundation and the US Department of Education, have been 
encouraging the uptake of IB programmes as a way to increase academic rigor and achievement, 
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authentic learning and student engagement (Perna et al., 2015). As our findings show, however, 
offering an IB programme comes with challenges that need to be addressed for the programme to 
be sustainable. Schools and districts that are considering the MYP can gain some insight into 
what to expect, while those that already offer it can better understand the supports that are 
necessary to ensure sustainability. The IB itself may find stakeholders’ reflections useful for 
informing their ongoing efforts to enhance the relevance of the MYP and to support schools that 
have adopted it. Finally, we hope that our findings inspire research from other national contexts 
about the relevance and sustainability of IB programmes. If integrated into a comparative 
framework, the findings of such studies would be well placed to develop theory about the 
policies, structures and contexts that affect IB programme sustainability. 
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CHAPTER 4: 
CHALLENGES IMPACTING STUDENT LEARNING IN INTERNATIONAL 
BACCALAUREATE MIDDLE YEARS PROGRAMME: INSIGHTS FROM SCHOOLS 
THAT HAVE DISCONTINUED THE PROGRAMME 
The following is a modified version of the paper that has been accepted in principle by the 
following journal:  
Dickson, A., Perry, L. B., & Ledger, S. (2019). Challenges impacting student learning in 
International Baccalaureate Middle Years Programme: Insights from schools that have 
discontinued the programme. Has been accepted in principle, revised and re-submitted to the 




While the International Baccalaureate’s Middle Years Programme (MYP) is growing in 
popularity in Australia and across the globe, few studies have examined the benefits and 
challenges of this IB programme for student learning. Using a qualitative case study design of 
three Australian schools that formerly offered the MYP, we investigated teacher and school 
leader perceptions of the MYP for student learning. Perceived benefits included higher 
achievement and skill development through the MYP’s emphasis on inquiry-based learning and 
real-world relevance; criterion-referenced assessments; and a healthier balance between core and 
elective learning areas. Challenges for students stemmed primarily from operational difficulties 
and possible systems level constraints impacting teachers, including integration of the Australian 
curriculum with the MYP; ability to meet the MYP’s demands; confusion about MYP 
terminology and grading systems; and understanding interdisciplinary units. The findings 
suggest that MYP Coordinators and school leaders play a critical role in ensuring that schools 
realise the benefits of the MYP for student learning.  
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4.1 INTRODUCTION 
Many educators would agree that the goal of schooling is to develop well-rounded 
students who understand the interconnectedness of knowledge and its application to the outside, 
increasingly globalised world. Thousands of schools worldwide have adopted International 
Baccalaureate (IB) programmes with these aims in mind. IB programmes are recognised for their 
rigorous and concept-driven pedagogical frameworks (Sperandio, 2010), their ability to help 
students learn critical thinking skills (Cole, Ullman, Gannon, & Rooney, 2015; Taylor & Porath, 
2006) and develop independent research and intercultural skills (Bunnell, 2015). IB programmes 
also provide schools a mechanism to externally validate their internal student assessments 
(Sperandio, 2010). Given these perceived benefits, a growing number of schools, both public and 
private, in Australia, the US and UK worldwide are offering an IB programme (Rahimi, Halse, & 
Blackmore, 2017).  
However, the IB is not without its critics or challenges. IB schools face unique challenges 
including lack of teacher capacity, aligning state and national requirements, costs of professional 
learning, and resistance to unfamiliar testing cycles (Alford, Rollins, Stillisano, & Waxman, 
2013). Tarc (2009a) has argued that the IB has an overly Eurocentric orientation, and as 
uncovered by Coates, Rosicka, and MacMahon-Ball (2007), some respondents consider IB 
programmes elitist. Charges of elitism are largely because the IB developed as a qualification for 
overseas expatriate families, many of whom were from socially elite backgrounds (Tarc, 2009a). 
IB schools still tend to be overrepresented among affluent communities (Bunnell, 2008; Dickson, 
Perry, & Ledger, 2017; Walker, 2011). Nevertheless, the IB has had an egalitarian ethos since its 
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inception (Conner, 2008), and the proportion of IB schools that enrol a large number of low-
income students has increased dramatically in the US, the country with the largest number of IB 
schools (Perna et al., 2015). Despite its continual growth and movement into low-income 
schools, Kidson, Odhiambo, and Wilson (2018) call for more critical research on the IB, 
suggesting a discrepancy exists between adoption of the IB and critical analysis of its 
implementation. This paper goes some way to addressing this recent call.  
While uptake of the IB has been increasing worldwide, some schools are choosing to 
discontinue their chosen IB program. The findings reported in this paper are part of a larger study 
that examined the reasons why some schools in Australia chose to discontinue the Middle Years 
Programme (MYP). Preliminary findings from the larger study showed that schools discontinued 
the MYP due to challenges with assessment, pedagogy, and alignment with the national 
curriculum. When explaining why their school chose to discontinue the MYP, participants noted 
both benefits and challenges for student learning and their own teaching practice, which is the 
focus of this paper. These schools may have unique insights, which will contribute to our larger 
understanding of the MYP on student learning.   
4.2 AIMS AND RESEARCH QUESTIONS 
To the best of our knowledge, no studies have examined the benefits and challenges of 
the MYP on learning from the perspective of schools that have discontinued the programme. 
Additionally, peer-reviewed research about the MYP in general is limited (Dabrowski, 2016), as 
is research that examines how schools bridge the MYP with existing national curriculum 
mandates. This paper addresses these research gaps and is the first study to examine the impact 
of MYP on learning from the perspective of key stakeholders from schools, in Australia or 
elsewhere in the world, who have chosen to discontinue the MYP. These stakeholder insights 
will contribute to our larger understanding of the impact of MYP on student learning and provide 
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perspectives for other schools who are considering adopting the MYP. The following research 
questions guided the study: 
1) What are stakeholders’ perspectives of the benefits and opportunities of the MYP for 
student learning? 
2) What are stakeholders’ perspectives of the limits and challenges of the MYP for student 
learning? 
The paper is structured as follows. We provide a brief overview of the MYP for readers 
that may not be familiar with the program. We then review empirical findings about the benefits 
and challenges of the MYP for student learning. We also include literature about the importance 
of leadership, since leaders are responsible in guiding their teachers in the way they enhance 
student learning (Waterbury, 2018). We then describe our approach and presentation of the 
analysis of the findings and conclude with a discussion of the findings.  
4.3 THE MYP 
The MYP is one of four programmes offered by the IB. It caters for students aged 11-16 
and can adopted as a stand-alone programme or as a continuum with other IB programmes 
(Sperandio, 2010). The MYP is designed to be a flexible and holistic, with a syllabus that can be 
integrated with local educational requirements and curricula (Stobie, 2007). Education 
authorities in Australia require that the MYP be taught alongside the national curriculum. 
Previous concerns about the MYP not being externally assessed (Stobie, 2007; Tarc, 2009b) have 
been addressed and since 2016 schools are now offered optional MYP eAssessment (IBO, 
2018c). Meant to be offered school-wide, the MYP can accommodate students with a range of 
academic abilities, motivations and interests (Tarc, 2009b). 
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Pedagogically, the MYP encourages the use of “transdisciplinary approaches to learning” 
(Tarc, 2009b). The MYP's core concepts of communication, intercultural awareness and holistic 
learning are said to develop the ‘whole person’ and not just focus on academic content (Wright, 
Lee, Tang, & Tsui, 2016). The MYP employs the constructivist approach, where learners 
construct meaning from their learning experiences (Erickson, 2007; IBO, 2013) and construct 
their own knowledge and skills through reflection and inquiry-based learning (Kay & Kibble, 
2016).  
4.4 BENEFITS AND CHALLENGES OF THE MYP FOR LEARNING 
Research about the benefits and challenges of the MYP for student learning is not 
extensive. We found ten studies (peer-reviewed journal articles as well as IB-funded reports), 
published from 2009 to 2018 and from a range of national contexts, that examined the benefits 
and challenges of the MYP for student learning. These findings are summarised below. 
4.4.1 Benefits 
Both students and teachers perceive that the MYP develops students’ analytical, critical 
thinking and problem-solving skills. These benefits have been reported by participants from 
schools with varying socioeconomic profiles in Australia (Perry, Ledger, & Dickson, 2018), 
Turkey (Ateşkan, Dulun, & Lane, 2016), the UK (Sizmur & Cunningham, 2013) and the United 
Arab Emirates (Stevenson et al., 2017).  These consistent findings across diverse schools and 
national contexts suggest that these benefits are not solely the result of a particular student cohort 
demographic or socio-cultural context. Related to this, teachers and students commonly perceive 
that the MYP develops students’ independent-learning skills and engagement with inquiry-based 
learning (Ateşkan et al., 2016; Perry et al., 2018). Authors in another study of nearly 1500 MYP 
students found the MYP effective in developing cognitive empathy, global self-concept, 
resilience, and relationships (Skrzypiec, Askell-Williams, Slee, & Rudzinski, 2014). In 
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comparing other curricula, students in Sizmur and Cunningham’s (2013) study felt that the MYP 
allowed them to go beyond learning facts and allowed them to interpret and make the facts more 
relevant to their learning.  
Second, research suggests that the MYP enables students to make real-world and cross-
curricular connections with their learning. In various studies from diverse school and national 
contexts, participants shared that the MYP helped students make cross-curricular connections 
between learning areas and real-life issues, as found in Australia (Perry et al., 2018), Spain 
(Valle, Menéndez, Manso, Garrido, & Thoilliez, 2017), Sweden (Williams, 2013), Turkey 
(Ateşkan et al., 2016), the UK (Sizmur & Cunningham, 2013), and the United Arab Emirates 
(Stevenson et al., 2017). In the US, students felt that the MYP provided them a better global 
understanding as they felt “everything is interconnected” (Storz & Hoffman, 2018, p. 235).  
A third identified benefit is that engaging with the MYP encourages students to become 
active, motivated, and independent learners. Students at an international school in Turkey 
reported that compared to their non-IB primary school, the MYP was better able to promote 
active learning and encourage students to develop their own ideas and learning interests 
(O’Boyle, 2009).  Stevenson et al. (2017) found that students who had prior experience with the 
Australian and British national curriculum frameworks felt the MYP was more student-centred 
and promoted student autonomy towards learning. 
Fourth, the MYP is associated with higher levels of academic achievement. Comparisons 
of demographically similar schools by Wade (2011) and Wade and Wolanin (2013) in the US 
found that student achievement in mathematics and science at MYP schools was slightly but 
significantly higher than similar non-MYP schools.  
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4.4.2 Challenges 
While the MYP provides many benefits to student learning, it also brings challenges. 
Teachers in Sweden reported that their students had difficulty integrating the Swedish curriculum 
with the MYP and were often confused by the MYP’s terminology and philosophy (Williams, 
2013). Confusion about the MYP grade descriptors and marking criteria were reported by 
students in Spain (Valle et al., 2017), Sweden (Williams, 2013) and the UK (Sizmur & 
Cunningham, 2013).  
Another perceived challenge is that the MYP may be too demanding for lower 
performing students. In Storz and Hoffman’s (2018) study, teachers expressed concern that the 
MYP’s curriculum and pedagogy may be too challenging for low-performing students due to 
their lack of academic foundation or preparedness. However, Storz and Hoffman (2018) 
suggested that these teachers could have associated IB programmes with higher order thinking 
and rigor, which they in turn thought more suitable for advanced students. While such 
perceptions may not be rare, they are not necessarily confirmed by research. For example, 
research from the US by Burris, Wiley, Welner, and Murphy (2008) found that offering a 
rigorous and challenging “high track” curriculum to all students, including lower-performing 
students, was associated with substantial gains in academic achievement.   
4.5 IMPACT OF LEADERSHIP 
Leaders have a crucial role to play in managing change and fostering a positive culture at 
their schools. Leaders at IB schools in Australia face additional demands since they are required 
to provide the Australian curriculum along the given IB programme. They need to understand the 
intricacies of simultaneously offering two curricular programmes and ensure that their staff are 
adequately supported to carry them out. To support school leaders, the IB requires that MYP 
schools have an MYP Coordinator, a teacher at the school who serves in this role. Their primary 
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role is to help teachers embrace the MYP’s philosophies and pedagogy, help organise curriculum 
documents and orchestrate collaborative opportunities, and be a conduit between the IB, school 
leaders, teachers and parents (Robertson, 2011). MYP coordinators also have a teaching role, 
which allows them to lead fellow teachers by example (Robertson, 2011). There is currently no 
research about the impact of MYP Coordinators and school leaders on student learning. Hence, 
this section will summarise the broader literature about the influence of school leaders on student 
learning.  
Research shows that student outcomes are indirectly impacted by the school’s leadership 
(Leithwood, Day, Sammons, Harris, & Hopkins, 2006), since it is the school’s leaders who are 
responsible for managing teaching quality and guiding the direction of the school (AITSL, 
2018). Teachers have a direct impact on students’ achievements, followed by school leaders who 
are the next most influential (Leithwood et al., 2006). Leaders have two core roles: “providing 
direction” and “exercising influence” (Louis et al., 2010, p. 9). Leaders are viewed as a “catalyst 
for change” and as such, leadership perceptions positively correspond with the academic 
performance of students (Hallinger & Heck, 2010, p. 668). Leaders influence student learning by 
indirectly influencing teachers’ instructional practices through collaboration and communication 
about pedagogy (Supovitz, Sirinides, & May, 2010). School leaders can positively impact student 
achievement by motivating teachers and providing supportive working conditions (Louis et al., 
2010).  
Even at schools that have long offered an IB programme, leaders need to support teachers 
to understand the programme’s practices and principles, as found by Day, Townsend, Knight, and 
Richardson (2016). They found that teachers’ understanding of the Primary Years Programme 
was inconsistent, and that they felt a lack of direction due to many changes in their leadership 
team and lack of ongoing professional development. These ongoing challenges were addressed 
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by a new principal who implemented a range of initiatives to develop a “culture of learning and 
change” (Day et al., 2016, p. 46). Additionally, the IB coordinator complemented the principal’s 
role by being actively involved with planning the units, developing assessments and provided 
guidance and support to staff (Day et al., 2016). 
4.6 RESEARCH APPROACH 
An exploratory qualitative research design was chosen due to the limited research 
available about the benefits, challenges and limitations of the MYP. Exploratory qualitative 
research designs are ideal for uncovering new insights and hypotheses and are therefore 
appropriate for emerging areas of research (Marshall & Rossman, 2011). As befits the 
exploratory design, we used an inductive approach, as described by Bogdan and Biklen (1997). 
We began the study without seeking to test a particular theory or hypothesis, nor did we use a 
theoretical framework to guide the analysis. Rather, we sought to identify patterns and 
conclusions in the data, using a “bottom up” rather than “top down” approach.  
4.6.1 Schools 
We used purposive sampling to identify and recruit schools in Australia that had recently 
discontinued the MYP. All schools were located in capital cities; one school is in the government 
(public) sector and two are in the non-government independent (private) sector. The schools had 
a range of socioeconomic profiles and resources, as shown in Table 13. We labelled the overall 
socioeconomic composition of each school based on its score on the Index of Community Socio-
Educational Advantage (ICSEA).1 
 
 
1 The Australian Curriculum, Assessment and Reporting Authority (ACARA) assigns schools an 
Index of Community Socio-Educational Advantage (ICSEA) score based on two student-related 
factors (parental occupational status and educational attainment) and two school-related factors 
(the school’s geographical location and the proportion of students at the school who are 
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Table 13 
Background of the three participating schools 
















































































































































































































($14,032) 1152 1 68 High 5 7 
S2 Private 
$6,954 
($4,978) 1073 9 32 Middle 7 2 
S3 Public $475 ($340) 928 50 5 Low 5 3 
 
School 1 (S1) is a prestigious private, Christian-affiliated, single-sex college situated in a 
central metropolitan area in State A. This school adopted the MYP in 2009 when they formed a 
new middle school section. Their aim was to fill their perceived curriculum gap within the 
Australian Curriculum, establish standardisation, accountability, and establish a ‘Middle School’ 
teaching & learning identity (Nate, S1, Former IB Coordinator). Staff at this school were 
provided with IB-focused professional development internally, at other local schools and were 
given opportunities to attend international IB workshops. However, after seven years, they 
conducted a review and chose to discontinue the MYP.  
School 2 (S2) is a private, Christian-affiliated, co-educational college located in a 
metropolitan suburb in State B. The MYP was adopted at the beginning of 2015 under the 
directions of their former principal for students in Years Seven and Eight. The former principal 
 
 
Indigenous) (ACARA, 2015). The national average ICSEA score is 1000 and a lower score 
indicates less advantage.  
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felt that taking on the MYP at S2 will be “strategic initiative to improve academic results and 
standing in the community” and position S2 as a “premier college in the local community based 
on a model that was built on a strong international flavour” (Cory, S2, current Principal). The 
Deans of each learning area attended a Level Two professional development before 
implementing the MYP, which staff didn’t feel was “really appropriate for where we were” 
(Sandy, S2, Dean of Science). According to Adam (S2, Science teacher), the remaining teachers 
were only trained “midway through the first year of actual implementation … There were lots of 
staff that were teaching IB that were never trained in that model” and half of the teachers learned 
about the MYP through self-reading (Adam, S2, Science teacher). The MYP was discontinued 
two years later when a new leadership team conducted a survey with staff, students and parents.  
School 3 (S3), a co-educational public school situated in an outlying suburb in State A, 
adopted the MYP in 2012 when a leader within their state’s Education Department felt that 
taking on the MYP was “a good opportunity to pull in a different clientele and take them away 
from sending their kids to private school and instead send them to the state school” (Ray, S3, 
Director of Studies). Similar to School 1, staff members at School 3 had internal IB training and 
were also given opportunities to attend external professional development workshops at local IB 
schools and workshops held overseas. However, staff members felt “training sessions which 
were within the state were a little bit of the case of blind leading the blind” (Janice, 
English/Humanities teacher). Deb, another teacher at School 3, said she did not receive any 
formal IB training and learned about the MYP by self-teaching and talking to fellow colleagues 
within the school. School 3 decided to discontinue the MYP three years later after consulting 
with teaching staff and the school’s governing council.  
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4.6.2 Participants 
Interviews were conducted with 17 individuals: four principals and/or deputies, three 
former MYP Coordinators (one from each school), and 10 teachers – as shown in Table 14 
below. We did not provide any selection criteria to choose our participants. We use pseudonyms 
to maintain anonymity of the participants and the location of each school. Each interview lasted 
between 30 to 80 minutes. Interviews at School 2 (S2) and School 3 (S3) were conducted face-
to-face at their respective school sites and interviews at School 1 (S1) were carried out via email 
and telephone to accommodate staff’s work schedule. The email interviews comprised multiple 
emails between the interviewer and interviewee to elaborate and clarify participants’ responses.  
Table 14 










S1 Max 18 10 years Deputy Head of Middle School 
S1 Bob 19 18 months Director of Teaching & Learning 
S1 Nate 16 7 years Former IB Coordinator 
S1 Matt 21 5 years English teacher 
S1 Pete 48 11 years Mathematics teacher 
S2 Cory 30 Less than 6 months Principal 
S2 Adam 17 2 years Science teacher 
S2 Joy 5 2 years Indonesian teacher 
S2 Valerie 12 2 years Former IB Coordinator 
S2 Kelly 10 2 years Head of Technologies 
S2 Rose 11 2 years Science teacher 
S2 Sandy 16 2 years Dean of Science 
S3 Dolly 20 3 years 
Deputy Principal and Former IB 
Coordinator 
S3 Bill 10 6 years PE/Health/Arts teacher 
S3 Deb 4 2.5 years Year 6/7 teacher (all learning areas) 
S3 Janice 8 6 years Year 8 - 10 English/Humanities teacher 
S3 Ray 20 11 years 
Director of Studies (Innovation and 
Pedagogies) 
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4.6.3 Data collection and analysis 
Semi-structured interviews were used to extract a deeper understanding of why schools 
opted to discontinue MYP from the perspective of key stakeholders (Cresswell, 2012). The 
interview questions were broad and open-ended, to allow participants to reflect on their 
experiences (Rubin & Rubin, 2012). This approach allowed us to discover and discuss any other 
ideas that the interviewee shared (Travers, 2013). The interview transcripts were analysed using 
interpretive thematic analysis techniques. Using a grounded theory approach and constant 
comparative methods (Charmez, 2003), the data were coded for keywords, themes and concepts 
(Creswell, 2012). Using a latent-level analysis of the data as suggested by Braun and Clarke 
(2006), the themes presented in the findings section identify similar underlying concepts shared 
by participants.  
Our study’s limitations are the following. First, the small number of schools may not be 
representative of the population of schools that currently or previously offered the MYP; 
however, they do represent a unique phenomenon worth investigating. As is common with 
qualitative research, we did not seek to uncover representative findings that can be generalised 
beyond our sample. Rather, we sought analytical generalizability (Yin, 2009), namely the 
generation of theoretical insights and hypotheses. Second, participating teachers were not chosen 
randomly but rather were recommended by school leaders, hence their viewpoints may not be 
representative of the entire school’s staff. Critical investigation of this potential bias was 
considered within the data analysis phase.  
4.7 FINDINGS 
Overall, participants from all schools indicated that their students benefitted and were 
challenged by various aspects of the MYP. Some common benefits were inquiry and real-world 
relevance for students’ learning, development of various learning skills, beneficial for 
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internationally mobile learners and opportunities to promote higher achievements in assessments. 
Common challenges on learning were confusion between Australian curriculum and MYP 
structure, practice and terminology, issues with assessment and grading, the struggles faced by 
lower ability students and the perception that the MYP is more suited for internationally mobile 
students. These themes are summarised in Table 15 and are discussed in the following sections 
below. 
Table 15 
Summary of benefits and challenges of learning the MYP 
 
4.7.1 Learning benefits 
4.7.1.1 Inquiry and real-world relevance  
Teachers at all three schools valued how the MYP promoted inquiry-based learning. Staff 
members at School 1 stated the “MYP exposed students to different modes of delivering 
curriculum and content” (Max, S1) and the “sharpened focus on concepts within the classroom” 
made learning relevant for students (Matt, S1). By doing a lot of inquiring, Kelly (S2) shared 
their “students (were) much better problem-solvers” through a “much broader education.”  
Participants from all three schools valued how the MYP enabled students to learn more 
about global issues. A former MYP Coordinator, Valerie (S2), stated a “wonderful thing about the 
MYP is that it had interdisciplinary units (IDUs) which connected subjects.” Joy (S2) added the 
MYP allowed students to think “about things in a global context…not just looking at certain 
Learning benefits 
Inquiry and real-world relevance 
Development of learning skills 
Beneficial for internationally mobile learners 
Opportunities for higher achievement in assessments 
Learning challenges 
Australian Curriculum and MYP structure, practice and terminology 
Issues with MYP assessments and grading  
Challenges faced by lower ability students 
Perceived to be better suited for internationally mobile students 
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things in isolation but bringing it together." At S3, Deb said as a class, they “looked at a lot of 
global issues and worked out what are the small little things that (they) can be doing (at their 
school).” At S1, Max said their students engaged in “discussions regarding how we perceive the 
world and events around us and the reliability of these perceptions.” Beyond these factors, 
teachers stated the MYP helped their students develop various learning skills. 
4.7.1.2 Development of learning skills 
Participants from all three schools reported that the MYP allowed students to acquire 
learning skills. Participants at S1 remarked that the Personal Project taught students “time 
management, research, appendices, general layout” skills (Matt, S1), and connected their 
learning and helped them develop stamina in research (Max, S1), which better prepared students 
for their Year 12 Research Project and IB Extended Essay (Nate, S1). At S2, Valerie stated ATLs 
made students think about their learning approaches at school and the Learner Profile helped 
students build resilience. Additionally, teachers at School 2 felt the MYP made students 
independent learners (Sandy, S2) and become more effective problem-solvers (Kelly, S2). 
Similarly, at School 3, teachers felt the Learner Profile and ATLs highlight the qualities students 
need to become effective learners (Ray, S3) and the Personal Project allows students to “take 
some ownership over learning (and) research things for yourself” (Deb, S3).  
4.7.1.3 Beneficial for internationally mobile learners  
Teachers from schools 2 and 3 shared that the MYP has benefits for students and their 
families who are internationally mobile, since students can “pick up where they have left” 
(Sandy, S2). Kelly and Sandy (S2) felt that the MYP provides a transferable education and 
additionally, Kelly felt the MYP is “probably much better understood by parents in a city that 
travel overseas for work and business.” Similarly, Janice (S3) mentioned the MYP was “probably 
made for people who are transient and may want to move their children or family from one 
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school to another and know that they can safely put back into a methodology and a grading 
system that they're familiar with.”  
4.7.1.4 Opportunities for higher achievement in assessments  
Teachers from all three schools mentioned that the MYP’s grading format allowed 
students to aim for better assessment grades. Dolly (S3) mentioned the MYP was “really well 
structured” and the “specific indicators written specifically for each task really described to 
students what was required of them.” Within the languages department, Joy (S2) said in the MYP 
“the kids would not feel bad if they got three out of eight for their mark because they know that’s 
where they are at...they’ll just go for a four next time if they can…whereas in the Australian 
Curriculum, kids are always going to be a D no matter what they do, but they are learning.” At 
S1, Bob said that the MYP provided students “better tracking of progress” and students 
experienced “better progression from year to year with development of complexity within 
subject areas.”  
4.7.2 Learning challenges 
Despite these benefits, interviewees shared many challenges of the MYP on student 
learning as discussed below. 
4.7.2.1 Australian Curriculum and MYP structure, practice and terminology  
First, one of the common challenges shared by teachers from each school was the 
academic struggles faced by students pre- and post-MYP. Many participants at School 1 
mentioned that the MYP was not effective for students’ learning. The former IB Coordinator, 
Nate (S1), added the MYP’s “inquiry-unit framework also detracted focus away from discipline 
knowledge (e.g. students had completed ‘physics’ inquiry units, but had no idea they had just 
learned any actual physics) – meaning it was very difficult for students to build on prior 
knowledge as they hadn’t really retained it, and didn’t know how to categorise it anyway” (Nate, 
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S1). The Deputy Head of Middle School, Max (S1) also shared that “the unique aspects of each 
subject were lost in the various layers of MYP requirement” and therefore, students were not 
able to develop “the core knowledge essential to develop a deeper understanding of the subject 
area.” 
Additionally, Pete, a mathematics teacher at School 1, mentioned that “the MYP wasn't 
preparing the students for the IBDP.” His colleague, Bob (S1), who is the Director of Teaching & 
Learning, shared similar thoughts about the MYP: 
poor preparation for both the Diploma and (university entrance 
courses in the national curriculum) in Years 11 and 12…lacking 
in knowledge-based curriculum…the MYP had a negative 
impact, prioritising skills of inquiry over development of deep 
subject expertise… in an attempt to make learning genuinely 
inquiry-based, i.e. children co-constructing their own learning, 
instead (the MYP) makes teaching delivery fixed and robotic. 
(Bob, S1) 
 
This opinion of the MYP being poor preparation for students in Years 11 and 12, that was 
mentioned by participants at School 1, was also shared by Sandy, the Dean of the Science 
Department at School 2. Sandy (S2) mentioned two factors that affects students’ skills to cope 
with Years 11 and 12: First, since their school was not intending on adopting the IBDP, Sandy 
(S2) felt the MYP will not provide students with the necessary skills to cope with the Australian 
Curriculum in Years 11 and 12. Second, Sandy (S2) also shared that with the introduction of the 
MYP at their school, she was only “getting two science lessons a week instead of four (which 
they got when teaching the Australian Curriculum)” and this lack of teaching time meant that 
students’ learning suffered and “I think in a few years’ time you would have seen not great 
results in Years 11 and 12” (Sandy, S2). Two other teachers at School 2 also mentioned that 
having less learning time was challenging for their students: 
Twice a week wasn't quite enough to develop the relationship 
with the students, be able to assist them to develop their own 
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ideas…By the time we saw them on Tuesday and then again on 
Friday, they'd forgotten what they (had) done on Tuesday. (Rose, 
S2) 
 
Timetabling made that hard because in Year Seven the kids 
could choose their electives so they might choose dance, they 
might choose food or whatever it is that they're choosing” and 
“it means those kids are all separated…my language kids might 
not be doing the same food subject…some of them might be 
doing dance at the same time so that was a logistics issue as well 
as far as interdisciplinary units. (Joy, S2) 
 
Additionally, Kelly (S2) said that there was “quite a big gap” among “students who came 
from (Year) Six into Seven” since “they'd been doing the Australian Curriculum in Year Six and 
that was probably a bit softer.” Kelly (S2) mentioned that the “Year Seven was very structured 
and probably a lot more challenging” as she pitched her lessons “at a lot higher level, so there 
was a really big gap between Year Six and Seven.” She added “our kids hadn't had an IB 
background in Year Six, and probably not as an academic background” (Kelly, S2). Another staff 
member mentioned many “students got quite stressed because they didn’t really understand what 
it was we were trying to get them to do” (Sandy, S2). On the other hand, Rose (S2) said that 
since there was a “general feeling of angst and stress in the school… that stress is bound to filter 
through into the classroom as you trying to encourage students to do their best (and) that, I think 
had to impact on the students.” 
Similarly, at S3, even though they catered for “kids from Reception to Year 12” they 
“were only doing the MYP” (Dolly). Therefore, their students were entering middle school “after 
five years doing Australian Curriculum and then we were running MYP from Years 6 to 10,” 
which created a disconnect for students, according to Dolly (S3). Another staff member (Deb, 
S3) shared their students needed a lot of guidance and parents were confused with the MYP. She 
said even though the MYP encouraged students to take some ownership of their learning and 
build their research skills, students still felt challenged: 
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we end up having to really hold our kids’ hand and walk them 
through it…when you try to sell to the parents, they don't 
understand…A lot of the lack of support would come from not 
bringing them in and telling them what it's about. (Deb, S3) 
 
Second, staff members at each school stated that their students were also challenged by 
various MYP terminologies. For example, at School 1, Matt said the MYP “terminology used for 
all subjects were sometimes at odds with those used within subject areas and (this) caused 
confusion amongst students.” Additionally, Pete (S1) said:  
ATLs can create its own problems…suddenly students say, 
‘Well my preferred style of learning is efficient’ as they start to 
get into their preferences (and) I'm not sure that it's good 
educationally that people just work with their own learning 
styles. I think they need to broaden the learning styles. I think in 
today's world one needs to have a number of learning styles and 
relationships are part of that. 
 
Additionally, Kelly (S2) shared that their students “found the terminology and the content 
confusing and challenging” and she mentioned this could be partly due to “not doing the PYP.” 
She added that students not having the transition from PYP to MYP was a big challenge as she 
said: 
had our PYP kept going and got all the way to Year 6 and then 
those students that come from there, there would be different 
kids with different learning styles, different expectations, and 
different ability levels with content or with the philosophy, as 
well as being better problem-solvers. (Kelly, S2) 
 
In terms of using Learner Profiles, Valerie, the former MYP Coordinator at School 2, shared that 
“It was something that didn’t develop as well... You obviously need more time to get the students 
used to the Learner Profile and what the aim of MYP was in that context.” Similarly, at School 3, 
Janice mentioned that even though they had put up many posters about these MYP features for 
the students, she said, “It's a bit of a show. The kids don't often live and breathe it.” 
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Last, despite acknowledging the benefits of IDUs for students, staff members from all 
three schools said students faced challenges with IDUs. According to Pete (S1), “the top students 
can see them, but the middle of the road students who, with good education, good teaching and 
learning - they find it very hard” and he said, “the danger is, if you start putting things that are 
too difficult for people, too early, they give up.” At S3, Ray mentioned that IDUs can be more 
challenging within a secondary setting and at their school, IDUs “never really happened because 
it's just too hard sometimes…it's too hard to get the same kids with the same teachers in the same 
place at the same time.”  
4.7.2.2 Issues with MYP assessments and grading  
Participants from each school mentioned that the MYP’s criterion-based grading and the 
assessments confused students. For example, Dolly (S3) shared “there was this disconnect 
especially for kids being assessed in an Australian Curriculum, (where) the grading looks 
different – it is A to E” till their primary years, “then you jump into IB and all of a sudden you 
getting 1 to 7” and once they move to Years 11 and 12, students are back to “getting an A to E 
again” (Dolly, S3). She stated that “for a school like ours, that has got that whole range of year 
levels, it was a slight disconnect for us” (Dolly, S3). At School 3, Bill who taught Physical 
Education/Health, shared their students found it very challenging to include written reflections as 
part of their MYP assessments. He said it was very tough for their students “to reflect on their 
own learning even though we would try and scaffold it for them, to achieve the high grades, (but) 
they will just generally rush through the answers” (Bill, S3). 
Students at School 1 were also confused with the MYP’s assessment grading method. For 
example, Pete said it may be confusing for the students as “there was a lot of emphasis on 
criteria and assessment,” these were “a bit wishy-washy…it's very assessment-driven and it's 
looking at so many different criteria.” Additionally, Nate (S1) stated their “students came to 
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equate all learning with assessment; this is not just an MYP issue (this was the same in within the 
Australian Curriculum), but the constant stream of learning ‘through’ assessment meant that 
students were producing vast quantities of work for assessment and retaining very little of it.”  
At School 2, Cory added that their students struggled in terms of “not understanding the 
grades and the MYP” as they did “not understanding what they needed to do” in the assessments. 
However, Cory (S2) felt that the school had to be held accountable to these challenges faced by 
their students: 
We have to take responsibility for a lot of the challenges that 
MYP faced. The limitations, I think that is something the 
organization (had) to ponder about how people make sense of 
the terminology, the vocabulary and the (grade) levels as 
opposed to grading and marks because without buy in on that, 
it's always going to be questioned. They like to think about 
change but not necessarily implement it and often change is hard 
in schools because of a whole lot of things. (Cory, S2) 
 
Sandy (S2) also mentioned their students were stressed with the MYP assessments due to the 
length of the assessment documents given to them: 
the poor Year Sevens when you saw their faces when they had a 
10-page document for a simple assessment to meet all the IB 
criteria, that was crazy... To a 12-year old it was just like, ‘Why 
am I being given these pages and pages of things? Why can’t 
you just tell me what I need to do?’ But that’s not the MYP 
philosophy…students got quite stressed because they didn’t 
really understand what it was we were trying to get them to do. 
(Sandy, S2) 
 
Students were also negatively impacted by MYP assessments, as stated by Adam and Rose from 
School 2: 
It wasn't student-centred. I'm not saying it shouldn't have been 
student directed necessarily all the time. When you're 13-year-
old, you're 12-year-old, you need to learn how to do that. 
Particularly, when you come out of a system that is very teacher-
driven. This impacted learning on a negative way…It became 
assessment focused. Students weren't learning for learning. They 
were learning for getting a level criteria. The students weren't 
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necessarily always seeing the bigger issues and the bigger 
picture and why they're doing things or developing skills…The 
students were more overwhelmed by the size of the tasks. 
(Adam, S2) 
 
The open-ended nature of what we were doing, particularly if 
we were running an inquiry into some scientific principle, the 
way that the (MYP’s) criteria descriptor are set up meant that the 
students have to come up with a lot of stuff on their own. Those 
students that struggled to get started, we couldn’t give them the 
scaffolding that they needed to be able to demonstrate at that 
particular level, because if we gave it to them, they haven’t 
demonstrated. (Rose, S2) 
 
Additionally, Sandy (S2) said the vocabulary on the assessments’ marking criteria posed 
challenges for their students:  
I think the vocabulary... the way it is worded and there are such 
tiny differences between scoring in the Two/Three and in the 
Four/Five area... It was just a slight change in the wording .... 
For them trying to work through the rubric and say, ‘Have I 
mostly done that?’ I think the language was challenging to most 
of our students. (Sandy, S2) 
 
4.7.2.3 Challenges faced by lower ability students  
Participants from Schools 2 and 3 perceived that the MYP was less beneficial for students 
with lower abilities. For example, Joy (S2) said, “your weak kids would feel a little bit alienated 
from the whole program, because it's very hard to think in a global perspective when your 
limitations of your thinking and learning ability are low.” She added that it was “very complex to 
think about things from that very intellectual point of view” (Joy, S2). She also mentioned that an 
adverse effect of learning the MYP for children who were academically weak and those with 
learning difficulties where that these students “felt just thrown in a deep end with that, this 
horrendous amount of homework and all this stuff they had to do (and) we kind of needed to 
bring it down for those kids to some degree.” (Joy, S2). But Sandy (S2) also pointed out their 
“students hadn’t come from a PYP background, (hence) they didn’t really know what to make of 
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it (since) the MYP was all about self-discovery.” Sandy (S2) said the MYP probably worked “for 
the very able students because they could get a grasp quite quickly what it was that we were 
asking them to do” and “for the poor sort of medium to lower level students, they were lost” and 
“designing their own experiment without help in the MYP was just not feasible for some.”  
Other participants at S2 had similar viewpoints. Adam (S2) stated that “the ones that were 
at the lower end didn't get the benefits that they should've got” where especially Year 8 students 
were achieving 1 on their tasks, which Adam found really worrying. Even though Valerie (S2) 
liked the philosophy of not withdrawing any student with a learning difficulty from a language 
class, she said they received some backlash from parents who could not see the benefit of 
students who “are struggling in the language class and they need more English support (by 
questioning) ‘Why are they in the language class?’ and they couldn’t see the benefit of that.”  
Similarly, at S3, Bill reported that despite modifying the curriculum for struggling 
students, he still “found a lot of the (lower academic) students would just be working at a lower 
level, so it's hard to assess them on a higher level.” He added “in our subject, the challenge 
wasn’t to create more theory so initially the students were reluctant because we had to get more 
theory work out of them for knowledge and understanding, (and) it had to be written so we either 
had to bring in more tests, more assignments or more written questioning so the students initially 
didn’t enjoy that” (Bill, S3). Deb (S3) mentioned their students were disengaged with their 
learning due to socioeconomic factors, where “70% of their parents don't work (and) they haven't 
been at it.” She added that: 
In terms of the learning, it was literally just getting the kids to 
accept it in the first place, really pull it apart and understand it. 
The first time I put something in front of them, they didn't want 
to look at it or didn't understand it, especially when a lot of our 
literacy level so much lower than they should be. Rubrics - 
without it being simplified, it didn't mean anything to them and 
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as soon as you see difficulty on the sheet, you don't want to even 
attempt anything else. (Deb, S3) 
 
Additionally, Deb (S3) shared that since their students did not come from academic 
backgrounds and their parents were not able to “elaborate to the kids that you need this step to 
get to the next step of the job, the kids themselves when they grow up with mum and dad not 
working and don't feel like they've ever missed out on anything.” Hence, Deb (S3) said their 
students did not see the value of going to school since if “they can't see the value of a job, they 
can't see, ‘Why would I need school to get that job?’” Similarly, Janice (S3) mentioned that kids 
with learning difficulties found it challenging to engage with the depth of inquiry required within 
the MYP. Apart from these challenges, teachers at School 2 also felt the MYP is more suited for 
students and families who are internationally mobile, and this is discussed below. 
4.7.2.4 MYP is perceived to be better suited for internationally mobile families 
Many staff members at School 2 felt the MYP was more suitable for families who live 
and work internationally. Cory (S2) said an unintended outcome of having the MYP was that it 
“disconnected the college from the people in its community (since) most parents just want to 
have their kid get a job (locally)” and “the ability to study and live overseas is not what our 
community aspires to.” He mentioned that: 
many of our parents didn’t go to independent schools. With IB, 
it raised or moved us away from the average…it was an 
unintended outcome that disconnected the college from the 
people in its community because the international side of it, in 
terms of being able to attend international universities…That’s 
not what our community aspires to. They’re looking for a job 
locally and probably will settle in for locally as well. (Cory, S2) 
 
Another staff member, Sandy (S2) said, “if they are moving countries a lot I quite get that 
(but) they are not doing that here, these are normal families,” and therefore, felt the MYP is not 
suitable for the students at their school. Similarly, Kelly (S2) felt that “in this area, parents (are) 
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here for the long term (and) not going anywhere else. The parents that have been here just want 
Australian Curriculum because they think that's what they understand.”  
4.8 DISCUSSION 
Broadly speaking, all three participating schools saw benefits of the MYP for learning. 
Teachers reported that students became more engaged with learning and developed problem-
solving skills. They also noted that students began to value elective subject areas more as these 
learning areas were given more emphasis and contact time. Participants at each school indicated 
that students began to see greater relevance in their learning since they could make connections 
between their classroom and real-world experience. 
However, similar to Williams’ (2013) study of the MYP at two Swedish schools, teachers 
reported that students experienced difficulty balancing and fulfilling two educational 
frameworks: the Australian national curriculum and the MYP. Participants from Schools 2 and 3 
noted that students found it challenging to embrace the different terminology and assessment 
approaches of the MYP and Australian Curriculum. Neither of these schools offered another IB 
programme (e.g., the Primary Years Programme); hence, students were not exposed to the IB 
terminology before starting the MYP. As suggested by Robertson (2011), this challenge could 
have been addressed by the MYP Coordinator providing more guidance to teachers about the 
MYP’s approach, which in turn could facilitate teachers’ ability to support students. These 
schools could have put forth a stronger emphasis on how they pitched the MYP to students and 
their families at the beginning of the implementation process. 
Additionally, staff members at Schools 1 and 2 reported that the MYP inadequately 
prepared their students for the IBDP and Australian Year 11 and 12 university entrance courses. 
Interestingly, the Director of Teaching and Learning, Bob, at School 1 suggested that the MYP 
made the delivery of “teaching fixed and robotic”, which is paradoxically the opposite of what 
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the MYP strives to do. The MYP’s philosophy is meant to make teaching more liberating and 
dynamic; however, Bob’s comments may point to a misunderstanding about the MYP. 
Furthermore, the Dean of Science at School 2 expressed concern that adopting the MYP resulted 
in reduced contact time in her subject area, which would possibly have a compounding negative 
effect on students’ learning throughout the MYP. While this may be possible, school must ensure 
that their timetables allow for each subject to be given the required number of minutes per week 
as per the Australian Curriculum’s requirements. It is therefore questionable whether School 2 
ensured that both the MYP and the Australian Curriculum’s requirements were being met.  
Some of our participants noted that the MYP was too challenging for lower ability 
students, which is aligned with the findings of Storz and Hoffman (2018). While all schools 
believed that MYP assessments promoted higher achievement, staff from Schools 2 and 3 felt 
lower ability students found the MYP too difficult. Teachers from these two schools felt the MYP 
may benefit the high achieving students through its inquiry-based learning method while not 
doing much or even perhaps demoralising those who are not academically motivated. This 
perception may have been more widespread at these two schools because, compared to S1, they 
enrol a larger proportion of students from socially and educationally disadvantaged backgrounds. 
While this perception may not be surprising, a substantial body of research has shown that high 
quality, rigorous and challenging curriculum can improve all students’ learning, not only the 
“most able”, if it is accompanied with sufficient support and scaffolding (Burris et al., 2008; 
Oakes, 2005). This also challenges the perception that the MYP is better suited for 
internationally mobile families because it is meant to improve the educational outcomes for all 
students. Such perceptions may indicate a fundamental lack of understanding of the MYP. 
Participants’ responses may therefore highlight issues related to teaching rather than learning, 
indicating that teachers can provide more scaffolding to students to help them understand the 
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expectations and requirements of the MYP. Staff at Schools 2 and 3 could have been more 
adequately prepared for such anticipated difficulties if they had more specific training and time 
to plan for how the MYP would impact on students’ learning. This is an area where leaders can 
be a “catalyst for change” (Hallinger & Heck, 2010) and as suggested by Louis et al. (2010), 
leaders at these schools have an opportunity to provide further support to teachers such as 
methods for differentiating the curriculum. Additionally, MYP Coordinators can lead by example 
as part of their teaching role (Robertson, 2011) and show their fellow teachers how to guide 
students through inquiry-based learning. 
In summary, participants reported some benefits of the MYP on learning, consistent with 
the elements of constructivism put forth by Kay and Kibble (2016), including real life 
application and relevance, increased learning skills, higher attainment, achievement, 
opportunities and equity among subjects. On the other hand, many of the learning challenges 
mentioned by participants were associated with the processes for learning rather than the 
learning itself, as there was confusion about the MYP’s terminology, assessment criteria, grading 
format and philosophy. This could potentially be issues related with teachers teaching the MYP 
due to a lack of understanding or clear articulation of these components. Additionally, two of the 
three schools trialled the MYP for only three years or less and may not have lived through the 
downturn in motivation that frequently accompanies the implementation of a new initiative. 
Thus, limitations reported by participants may reflect more of an operational disconnect with the 
program rather than challenges for students or learning per se. To manage these systems-level 
constraints, schools should ensure that the MYP’s philosophy is implemented within their 
organisational structure, suitable professional development is provided for staff members and 
that all stakeholders work together to promote the MYP approach in their classrooms. Each 
school would have had the opportunity to discuss and work through the issues that adversely 
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affected their students’ learning; however, each school discontinued the MYP for reasons that 
extended beyond only student learning. 
Overall, caution must be exercised when attempting to generalise the findings of our 
study to the wider MYP and/or non-MYP school population. Also, the data about students’ 
learning were only based on participants’ perspectives. Participants’ understandings of the MYP 
shape their interpretation of its impact on student learning and could be central to the challenges 
discussed in this paper. Hence, further studies should include the voices of students so that their 
perspectives can be considered. On the whole, schools should embark on the MYP journey from 
a fully informed perspective and ensure that they consult and gain support from the wider 
community as this will improve the capacity of the MYP to enhance student learning. 
4.9 CONCLUSION 
The purpose of this paper is to contribute to the emerging body of research about the 
MYP by providing an overarching snapshot of the positive and negative impacts of the MYP on 
learning at three Australian schools. Even though these three schools have discontinued the 
MYP, current and prospective MYP schools can learn from their experiences. Current MYP 
schools can learn how to improve their capacity to maximise the benefits of the MYP on learning 
for all students while minimising the challenges and limitations. Prospective schools and their 
leadership teams can gain some insight about what to expect and the support that they need to 
consider, particularly in regard to issues that may arise due primarily to teachers’ limited 
understanding of the MYP. The MYP offers a rich and engaging learning experience, but 
students and teachers need to be supported to achieve its promises.  
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CHAPTER 5:  
5.1 BENEFITS AND OPPORTUNITIES OF TEACHING THE MYP 
This chapter provides an in-depth summary of the common themes that emerged from 
teachers’ and school administrators’ perspectives regarding the benefits and opportunities of 
teaching the MYP. These themes are categorised according to philosophy, organisation and 
curriculum, which follows the themes of the MYP’s Standards and Practices (IBO, 2014b). 
5.2 PHILOSOPHY 
In this section, I provide a summary of how participants’ responses align with the MYP’s 
philosophy as outlined in the Standards and Practices (IBO, 2014b). There are nine dimensions 
to the MYP’s philosophy, which guides schools on ways to strengthen their educational beliefs 
and values (IBO, 2014b) and be committed to the IB programme. Participants’ responses were 
consistent with several of the MYP’s philosophy and these will be summarised two main themes: 
community engagement – schools taking part in activities within and beyond the school 
community and improved teaching practices – schools understanding the IB’s philosophies and 
how these support their teaching and learning. These are discussed below. 
5.2.1 Community engagement 
Prior to adopting the MYP, participants from S1 and S2 shared that their schools were 
already involved with community engagement. This was noted by Nate (S1) felt that their 
school’s engagement with community and service was not related with the MYP’s requirement. 
At S2, Valerie reported that CAS “was already ingrained in school (and) we already had a service 
coordinator in school.”  
Nevertheless, adoption of the MYP further promoted community engagement at all 
schools. At S1, Matt shared that “each year level had a CAS element built into the pastoral care 
program” as part of the MYP. Staff at S2 noted that their languages department had developed a 
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partnership with an Indonesian school during their time with the MYP; Joy (S2) said, “The kids 
got involved with this splash page on ABC where kids did projects about Indonesia and 
Indonesian journals would give feedback.” Staff at S3 also engaged with local and global 
initiatives after adopting the MYP. Deb (S3) said they “looked at global issues and worked out 
what are the little things that you can be doing here.” In class, they “spent a lot of time looking at 
difficulties in East Timor, then the kids developed a charity event and we're now sponsoring a 
child (there)” (Deb, S3). Through such activities, Deb (S3) shared that her students: “looked at 
being connected to the rest of the world and we looked at a lot of global issues...my kids started 
to realise school and education means opening up a lot of doors...it doesn't have to be university, 
but it needs to be something that makes you feel like you're making a difference.” Additionally, 
S3 also went to their local feeder schools to: 
We get communities and sporting organisations involved...We 
would try and go out with students about getting out there and 
doing work experience and going to your local football club, 
netball club and volunteering. The importance of volunteers and 
helping out in the community. (Bill, S3) 
 
Beyond pursuing CAS, teachers also provided students with more real-world connections 
in their MYP units. Ray (S3) shared that he looked:  
for an authentic world connection…like the UN Global Goals 
for Sustainability (and) there's lots of nice resources to start 
projects and have kids making connections between what they're 
doing at school with a bigger picture. (Ray, S3) 
 
Additionally, within their English department, Janice (S3) shared that they “always make sure 
there were certain texts being taught, global texts…because with the Australian curriculum, it's 
mostly focus on China, India, indigenous texts.” Likewise, at S1, Matt, an English teacher, felt 
that it was easy to embrace the MYP within their subject: 
For me as an English teacher it was a smooth transition into 
units of work that were ultimately concept-driven since that is 
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the core of literature teaching. It enabled the English faculty to 
foreground such things and make connections between texts and 
societal / historical events more explicit. Although not everyone 
fully understood or felt comfortable with the MYP, in general I 
feel the impact on my particular subject area was positive. 
(Matt, S1) 
 
Furthermore, some teachers felt the MYP allowed them to consider a more holistic approach to 
students’ learning, which is highlighted next. 
5.2.2 Improved teaching practices 
Overall, at all three schools, teachers, principals and/or deputies and the former MYP 
Coordinators felt that their pedagogy and teaching approaches had improved with the MYP. They 
had a better understanding of how their students learn and this helped them become reflective 
practitioners. 
5.2.2.1 A better, holistic understanding of students  
Teachers at all three schools felt they had a better understanding of their students and this 
helped them improve their teaching practices, especially regarding how they were delivering 
their lessons with the MYP. For example, Max (S1) felt “the MYP enabled us to focus our 
conversations around what works for early adolescent learners.” He added that their school and 
the MYP “encourage students to take meaningful action based on their learning” (Max, S1). At 
S2, Joy also felt that they initially did not have a huge emphasis on “the whole child…trying to 
be good at this sport, coordinating leaders, (etc.)…we had a very holistic idea of a child” and this 
shift in mindset also allowed for more academic rigour.  
Similarly, at S3, teachers felt they had a shift in their mindset regarding how students 
learn. In many instances, Ray (S3) felt that their “teachers (were) thinking more deeply about the 
learning.” Dolly (S3) added that teachers starting to think beyond “just delivering content and 
assessment” as they “were thinking about students as a whole person and as a learner, taking 
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those things into consideration in your planning and thinking about the way kids go about their 
learning.” Understanding how students learn with the introduction of the MYP, helped teachers 
reflect on their teaching pedagogies, as discussed below. 
5.2.2.2 Become a more reflective teaching practitioner  
At S2, Sandy said, “it did make us think about delivering topics in a bigger picture 
idea...I think it has made us think more in a wider, bigger idea.” Additionally, the MYP gave 
teachers a chance to reflect about their teaching practices and make any pedagogical changes if 
necessary, as described by Rose (S2): 
It made us look more on what we were doing more critically and 
justify within ourselves why we were doing things like we are 
doing that – just because we've been doing it for the past 10 
years, or is there some actual purpose for what we are actually 
doing? It was nice for us to critically analyse our programs and 
whether or not it was the best way to do things or if we could 
make things more inquiry or open-ended. (Rose, S2) 
 
Their former MYP Coordinator, Valerie, felt that having the MYP allowed teachers to be 
“more engaged, (and) really got on board” and have a better understanding of what and why they 
are teaching. Their current principal, Cory (S2), reflected that perhaps the former S2’s principal 
felt a “need to shake things up, get people out of their comfort zones and getting back to good 
teaching again.” He also felt “there was a strong perception and belief from administration in the 
college that it did improve pedagogy, teacher capacity. There was even a belief in our surveys 
from the parents that they thought teaching had improved under IB” (Cory, S2). Likewise, at S3, 
Ray mentioned, “in many circumstances probably have the teachers thinking more deeply about 
the learning” through the introduction of the MYP at their school. Beyond the shift in mindset 
and their teaching practices, staff also mentioned that the support they received from their MYP 
Coordinators and PD opportunities they received internationally and locally from other MYP 
school teachers were valuable in ensuring they understood the MYP better. 
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5.3 ORGANISATION 
As part of the MYP’s Standards and Practices, the organisation component consists of 19 
dimensions, which are categorised into two themes: Leadership and structure and resources and 
support (IBO, 2014b). I have organised and discussed participants’ responses using three 
headings in the following section: Increased professional development opportunities, dedicated 
time for collaboration and moderation and pedagogical support from MYP Coordinators. 
5.3.1 Increased professional development (PD) opportunities 
Some teachers appreciated the availability of local and international PD, which they felt 
enhanced their understanding of the MYP. For instance, the former MYP Coordinator, Bill (S3) 
felt that “there were always PD opportunities, here or interstate” and attending these workshops 
boosted teachers’ confidence. He added that it “was a great opportunity to meet other (teachers) 
from around Australia as well as from China or London, Singapore, and Hong Kong... just good 
to see the programmes that people run” (Bill, S3). He added that there were also internal PD, 
which he ran about the IB and he would “always sit with new staff and pre-service teachers and 
explain the IB and how it assessed” (Bill, S3). At S1, staff were given internal and external 
training (Matt) and these PD opportunities occurred “fairly often – for 1-2 staff at least once per 
year” (Nate). At S2, Joy felt that she reasonably understood the MYP languages material by 
attending specific “three-day training program for languages.” In addition to PD opportunities, 
teachers also networked with other local MYP schools to support and guide each other to 
understanding MYP’s practices.  
5.3.2 Dedicated time for collaboration and moderation 
Beyond receiving internal support within their departments, teachers also had 
opportunities to engage with other local MYP schools to plan and standardise units and 
assessments. According to Nate from S1, teachers at his school were encouraged to attend 
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various local networking sessions and “each faculty (was) given opportunities for 1-2 staff at 
least once per year” to attend PD sessions. Echoing this was Max (S1), who said internal PD 
occurred during “one day at the start of each term and a faculty meeting every second week 
during term” was focused on the MYP. Their English teacher, Matt (S1) mentioned that the 
Heads of Departments, who were responsible for the MYP, “were given priority when it came to 
PD (and) the majority of the PD were internal.” 
At S3, Dolly shared that it was beneficial getting their staff to meet with other local MYP 
teachers: 
To talk to other staff, getting to share ideas, their expertise, 
assessment tasks, getting a good understanding of levels of the 
learner and so being consistent with that with their marking… 
just great collaboration…the more people you get to speak to the 
richer your knowledge is. (Dolly, S3) 
 
The MYP coordinator at S3, Bill, also collaborated with other local MYP schools, as he 
“facilitated the PD when we met with feeder schools on how to write successful unit plans” since 
he “had the training and knowledge.” Additionally, Deb (S3) shared that they also collaborated 
with other local schools to moderate students’ assessments and this helped teachers interpret the 
task and grading uniformly: 
We've had two days of moderation days with the other schools 
… we all created one task … we met with the other seven 
teachers, created one task, and then brought it back in the second 
meeting. Then looked at how we graded it. (Deb, S3) 
 
At S2, many of their staff members did not participate in the introductory to MYP PD 
until mid-way through the school year after adopting this IB programme. Adam (S2) added that: 
The deans of learning area or one member from each faculty 
went to Adelaide and did the initial, three-day training course… 
staff had like a general overview presented and then we had 
midway through the first year of actual implementation, the staff 
all did general training. (Adam, S2) 
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S2’s teacher, Joy, from the Languages Department shared that she was given an opportunity to 
attend the initial PD in Adelaide as well and through that she was given supporting MYP 
materials, which helped her understand the framework’s requirements: 
I also was given the whole entire guideline book ahead of time 
from everyone else. That means I could read through it all and 
was prepared when I went to the professional development for 
three days. (Joy, S2) 
 
Besides attending PD overseas, staff members at S2 were able to network with other local, MYP 
schools. Valerie, who had a dual role of being the MYP coordinator and a teacher at S2, 
networked with local MYP schools:  
made some strong links with (other local IB schools) who were 
leading the way in MYP (as) they had been MYP schools for a 
long time … staff would come to (S2) for an entire day and 
spend the day with departments, showing them all of their work 
and giving them real examples of how they implemented it… 
(S2’s staff) knew that they had staff in other schools that they 
could make contact with and get the support there. (Valerie, S2) 
 
Additionally, Sandy (S2) shared that she also visited another local MYP school and “watched a 
lesson (and) that actually made me feel more confident that what we were delivering in the 
classroom was correct.” Furthermore, many teachers in this study also felt that they received 
internal support from their MYP coordinators. 
5.3.3 Pedagogical support from MYP Coordinators 
All three schools mentioned that they received internal support; however, S2 and S3 
provided some examples of the specific support that was given to their teachers. At S3, “there 
was a lot of meeting time on Tuesdays where we met with the IB admin curriculum coordinator, 
(who) would go through the changes, show how to design rubrics, assessments and unit 
planning” (Bill). Moreover, Bill (S3) spent a lot of his time training pre-service teachers and new 
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teacher graduates who joined S3, since many “of the staff coming in were unaware of IB because 
they’ve been focusing on Australian curriculum.”  
At S2, Valerie mentioned she met with their teachers individually to see: 
what their plan looks like, what their assessments were going to 
look like and worked with them individually.” She “was 
allocated time in my teaching load to do that…it was a one-to-
one support and just for them to get their heads around what was 
happening…I would put a lot of stuff up on the Google site. 
(Valerie, S2) 
 
A teacher from S2 agreed that Kelly “did write some things that made things quite consistent, 
which I found as the head of learning area and as a teacher quite good for the school ... 
consistency of the assessment outline, consistency of the way things were delivered, (were) all 
very good (as) that’s something that the school really was lacking in the past”. Beyond 
experiencing philosophical and organisational benefits and opportunities of teaching the MYP, 
schools also enjoyed improvements to their curriculum. 
5.4 CURRICULUM 
The curriculum component of the MYP’s Standards and Practices is categorised under 
four main themes: Collaborative planning, written curriculum, teaching and learning and 
assessment. Within these four themes, there are a total of 45 dimensions (IBO, 2014b). 
Participants provided many examples of these dimensions during the interview and I have 
summarised the ways in which the MYP’s curriculum framework were embraced at each school 
in these upcoming sections using three headings: Perceived balance in fulfilling subject 
offerings, fostering interdisciplinary unit (IDU) teaching opportunity and systems in place for 
standardisation and accountability. 
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5.4.1 Perceived balance in fulfilling subject offerings 
Specifically, at S2 and S3, participants mentioned that a benefit of the MYP is that all 
subject areas were given equal weightage. For example, Kelly (S2) said, “there was a bigger 
emphasis on arts and technologies as subjects throughout the seven-eight part of the program...it 
was one of eight real subjects, not one of the electives group of fun subjects. We were a serious 
subject as well. That was a really positive impact.” She added that giving emphasis to technology 
allows non-academic students to also become successful (Kelly, S2). Another S2 staff member, 
Joy, felt that subject areas such as “languages were seen on par with English. It was seen as par 
of mathematics and all that kind of stuff … we had increased amount of contact time with the 
kids.” Additionally, Valerie (S2) mentioned that “another really great thing about the MYP is that 
it gave each department equal weighting...they wanted the time spent teaching in each 
department to be equal” and it was not just about core subjects.  
At S3, Bill shared that they created a few new subject areas after adopting the MYP. He 
said they: 
created a couple of new subjects, (such as) International 
sports…go through sports played all over the world (and) also 
we brought in an outdoor education subject, that's between 
outdoor education and PE, students are learning about soft skills 
that they can use all over the world and more about 
communicating, team work, group work and how to live in the 
wild, if they do travel overseas, things that they need to think 
about. (Bill, S3) 
 
In addition to new subjects and equal subject weightings, the MYP also created more 
opportunities to plan and carry out units with colleagues from other departments according to 
participants in this study as highlighted next.  
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5.4.2 Fostering interdisciplinary unit (IDU) teaching opportunities 
The MYP created opportunities for teachers to explore different ways to approach the 
content by encouraging students to make connections across learning areas. At S1, Matt felt the 
MYP gave teachers opportunities “to make links to other subject areas and forced faculties into 
conversations about commonality rather than remaining in isolation as had been the case before.” 
Similarly, at S2, Kelly mentioned that: “in year seven we linked our technology subjects: we did 
food design, architecture and a restaurants design program…they have one teacher (teaching) 
them marketing, design and architecture and one teacher teaches them the nutrition and food, so 
they designed a restaurant using a cultural theme…they make the logo, menu, design their dish 
and restaurant using that cultural theme.”  
Also, Joy (S2) shared the MYP “introduced new ways of thinking about teaching and 
what is best practice (as) it was very forward thinking.” Additionally, the MYP “helped us with 
the cross-curricular thinking and trying to involve one another into each other’s subjects because 
high school's very insular as you understand subject by subject, but it got us thinking that how 
can we make this topic relevant to this topic” (Joy, S2). Valerie (S2) also added that “the IDUs 
connected subjects and showed students that in the real-world context that it's not just humanities 
sitting on its own. It could be humanities with maths, or with English.” Likewise, at S3, Ray 
shared “the importance of the IDUs was the glue between all the subjects which I thought was 
really good.” MYP provided IDU opportunities and provided teachers more structure to 
standardise their unit planning and assessment approaches described below.  
5.4.3 Systems in place for standardisation and accountability 
Engaging with the MYP provided teachers opportunities to plan units and set assessments 
more uniformly. This benefitted schools as they experienced improved standardisation and 
accountability with their planning and documentation processes. At S1, Nate found the MYP was 
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a good way to “establish a baseline level of QC (Quality Control) in the school” through 
“establishing standardised approaches to curriculum documentation and planning, assessment 
practices and policy.” Nate (S1) added that the MYP was an antidote to “what was missing in the 
school/state/country” (pre-Australian Curriculum) when there was poor accountability/overall 
quality. Additionally, at S1, Max felt that the MYP “exposed our teachers, and students, to 
different modes of delivering curriculum and content.” He added the MYP also “offered a tried 
and tested framework for inquiry that had been established by the IB’s other programs” (Max, 
S1). 
Participants from S2 shared how the MYP made them more accountable. Joy (S2) 
mentioned it was “really nice to have the accountability from international third party because 
we knew that this is the standard and we needed to aim for that.” Valerie (S2) also felt “it made 
staff more accountable for what they were teaching” and added, “if you have some staff who 
were teaching the same thing, dishing out the same assessments without thinking about why they 
were assessing that way, I think it made them more accountable.” Another participant, Kelly 
(S2), added that having the MYP allowed them to have consistency with their assessments as it 
was easy to notice if “someone was overdoing or underdoing the criterion.” She also shared that 
“having all of the documentation in place and the attachment to the inquiry actually enabled us to 
teach kids to be problem-solvers.” Another participant, Rose (S2), said they were more critical 
about their programs and asked themselves: 
Why we were doing things like we are doing… (is it) because 
we've been doing it for the past 10 years, or is there some actual 
purpose for what we are actually doing and whether or not it 
was the best way or if we could make things more inquiry or 
open-ended?” and “what we did, we made sure was what needed 
to happen…there was less fluff involved…what we were doing 
was really targeted to make the syllabus requirements, as well as 
trying to hit those IB points. (Rose, S2) 
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Likewise, Ray (S3) felt “there was a lot more thought in the planning” and “you can 
regulate whatever you wanted to…there’s certain autonomy within the framework.” He added 
that it “forced teachers to think pretty extensively about what it was they're doing from the 
assessment point of view, the planning and the learning programs” (Ray, S3). Similarly, Deb (S3) 
felt another MYP benefit was that it “cuts out some of the work by telling you which way you 
should be going or make you think about things you previously might have done.” She also 
shared that the MYP “made you look at different things within the subject…it was broken up into 
the four areas, it really targeted your own ability and when you're at your planning, to match 
those areas” (Deb, S3). Bill (S3) felt that there was “consistency with the assessment…IB 
framework had the criteria for each learning area… staff didn’t have to create their own like 
we’ve had to do with the Australian curriculum.”  
At S1, Nate said the MYP was an “antidote (to the) pre-Australian Curriculum” and 
helped cope with the “poor accountability/overall quality” to “establish the need for standardised 
approaches to curriculum documentation and planning, assessment practices and policy – so a 
good way to establish a baseline level of QC (quality control) in the school.” In the upcoming 
section, themes emerging from a cross-analysis of participants’ viewpoints and similar findings 
from the literature review will be discussed. 
5.5 DISCUSSION 
Broadly speaking, participants from all three schools in this study shared many benefits 
of the MYP for teaching. Teachers at all three participating schools felt that the MYP helped 
them strengthen their teaching practices through a philosophical shift. Additionally, some 
teachers at each of the schools also received various organizational support and gained 
opportunities from the changes that occurred by running the Australian Curriculum and the MYP 
together.  
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Philosophically, participants generally felt the MYP was beneficial as it made them think 
internationally and opened opportunities to network with global connections and encouraged 
teachers to teach beyond their local context. However, with S1 and S2 already engaging with 
internal and external community-related activities prior to adopting the MYP, only S3 credited 
the MYP to exposing them to community engagements. By guiding students to incorporate soft 
skills through various community activities, many staff members, especially at S2 and S3, felt 
that the MYP allowed them to encourage their students to think more critically, problem-solve 
and make informed judgements from a bigger picture. 
In terms of organisation support, teachers at all three schools valued collaborating with 
other teachers and engaging in PD opportunities that were available to them through the MYP, 
which was also found by Perry et al. (2018) and Lochmiller et al. (2016). Participants especially 
from S2 and S3 shared more information about the benefits of engaging in the IB workshops, 
which is similar to Hill’s (2001) study, where he identified that teachers felt that attending PDs 
and other collaborative opportunities with internal and external teachers helped them improve 
their teaching practices. However, teachers may be able to better understand the MYP’s 
requirements if they, especially those from S2, were provided with ample initial PD and guidance 
during the start of their MYP journey, instead of mid-way through the academic year. 
With regards to curriculum, taking on the MYP at these three schools helped staff 
members standardize assessments so that grades and assessments were fair, which was a similar 
finding in Mayer’s study (2010). Additionally, similar to what is published in three other studies 
(Perry et al., 2018; Visser, 2010; Wright et al., 2016), participants noted that MYP assessments 
allowed teachers to be more accountable with the criteria they are assessing with and how they 
were assessing, in terms of formative and summative methods. Despite already running the 
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Australian Curriculum, the MYP provided an explicit framework for carrying out assessments 
and therefore, helped to improve standardization at these schools.  
Second, another curriculum benefit mentioned by teachers at all three schools, 
specifically those who taught in specialist subject areas such as physical education and 
languages, was that the MYP allowed them to be an important part of teaching students a more 
balanced curriculum, instead of just focusing on core subject areas such as English, mathematics 
and science. Additionally, teachers from the Languages Department especially from S1 and S2 
felt they were able to apply inquiry-based teaching more effectively. Therefore, the MYP allowed 
teachers to help students become more active and creative learners, as reported by Perry et al. 
(2018) and Stillisano et al. (2011), as they can expose students to enjoy various learning areas. 
5.6 CONCLUSION 
Overall, participants in this study shared various benefits and opportunities they 
experienced with teaching the MYP. Staff members at all three schools shared examples of being 
able to connect more with local and international teachers through more PD opportunities, 
engaging with more community-related activities and changing their pedagogical views. They 
also mentioned an increase in assessment standardization and IDU teaching opportunities by 
collaborating more with their colleagues. However, despite these benefits of the MYP, teachers 
also experienced many challenges and limitations, which will be discussed in the next chapter. 
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CHAPTER 6:  
CHALLENGES AND LIMITATIONS OF TEACHING THE INTERNATIONAL 
BACCALAUREATE MIDDLE YEARS PROGRAMME: STAKEHOLDERS’ 
PERSPECTIVES 
The following chapter, written by Anisah Dickson and co-authored by Dr. Laura B. Perry and Dr. 
Susan Ledger, has been submitted to an international education journal on 22 January 2019 and 
is currently under review. 
 
ABSTRACT 
Using a qualitative case study design, we examined the benefits and challenges of teaching the 
International Baccalaureate’s Middle Years Programmes (MYP) at three schools in Australia that 
formerly offered this programme. Very few studies have examined the benefits and challenges of 
the MYP on teachers and teaching, even fewer have viewed it from the perspective of schools 
that have opted out of continuing the MYP. This qualitative case study, from teachers’ and 
school leaders’ perspectives, fills these gaps and provides insights for schools considering the 
MYP. Participants identified four main teaching benefits: teaching and engaging with more local 
and global issues; enjoying more international professional development; greater cross-curricular 
teaching opportunities; and having more standardization and accountability in their planning and 
assessments. Perceived challenges relate to philosophical factors, organizational dilemmas and 
complexities with integrating the MYP with the Australia’s national curriculum. Despite 
enjoying many teaching benefits, these schools still opted to discontinue the MYP, providing 
researchers with future opportunities for investigation. We conclude that strong support from the 
school leadership team is essential for successfully implementing the MYP. We also recommend 
that the IB provide more guidance to support schools’ capacity to implement the MYP. 
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6.1 INTRODUCTION 
School administrative teams and teachers play a pivotal role in ensuring the effective 
implementation of and engagement with any curriculum. To complement their existing 
curriculum, some schools across the globe have adopted a programme developed by the 
International Baccalaureate (IB), a non-profit educational foundation, registered in Geneva since 
1968. The IB offers a continuum of four internationally-recognized, inquiry-based programmes. 
The Middle Years Programme (MYP), which is the focus of this paper, is the second oldest IB 
programme.  
The key factors required for a successful curriculum implementation for change at 
schools is through developing teachers’ attitudes, knowledge and skills (Tshiredo, 2013). The IB 
provides its teachers with professional development to encourage critical thinking and self-
reflection, gives them unit planners, teaching resources, guides them through a pedagogy to 
enhance students’ motivation for inquiry and lifelong learning and structurally provides an onsite 
program coordinator (IBO l, n.d.). Despite these available IBO support for teachers, Thompson 
(1992) suggests that teachers will only embrace change if they are convinced that it will be 
greatly beneficial for themselves and their students. 
However, among research about IB programmes, few studies have examined the benefits 
and challenges of the MYP for teachers and teaching. To the best of our knowledge, only one 
recent study (Perry, Ledger, & Dickson, 2018) explores this topic in Australia. Moreover, while 
an increasing number of schools in Australia (and elsewhere) are adopting the MYP (IBO c, 
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n.d.), some schools are also choosing to discontinue the programme. Very little is known about 
these schools’ experiences and perspectives.  
6.2 AIMS AND RESEARCH QUESTIONS 
The main aim of this paper is to provide an opportunity for stakeholders, at schools who 
have discontinued the MYP, to share their perspectives of teaching the MYP. While the number 
of IB programmes is increasing throughout the world, some schools are also choosing to 
discontinue the IB. To date, very little is known about the perspectives of teachers and leaders 
from schools that have discontinued an IB programme.  It is likely that stakeholders from such 
schools have unique insights that may differ from the perspectives of teachers at schools that 
continue to offer an IB programme. Therefore, this paper is an extension of our earlier 
publications that highlighted reasons why these schools have let go of the MYP, will investigate 
the benefits and challenges faced by teachers who had previously taught the MYP. The findings 
from this study may be beneficial for schools that are considering adopting the IB together with a 
national curriculum. The following two research questions guided our qualitative study:   
1) What are stakeholders’ perspectives of the benefits and opportunities of the MYP on 
teaching at their school? 
2) What are stakeholders’ perspectives of the limitations, challenges and consequences of the 
MYP on teaching at their school?  
6.3 LITERATURE REVIEW 
The MYP, offered to students aged 11-16 since 1994, is a flexible framework that can be 
adopted together with any national curricula. It can be implemented with other IB programmes 
or adopted as a stand-alone programme (Sperandio, 2010). Teachers use a prescribed MYP unit 
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planner to develop units and document formative and summative assessments (Storz & Hoffman, 
2018). 
There are very few publications that examine the benefits and challenges of the MYP for 
teachers and teaching. We found eight studies that reported benefits and challenges of the MYP 
for teaching. These studies are listed in Table 16 and are summarised below. 
Table 16 
 
MYP - Teaching benefits and challenges 





2018 Australia IBO Qualitative Principals, MYP Coordinators and 











3 administrators, 16 teachers and 16 
students 




Qualitative School managers and MYP 
coordinators at other national 











6 MYP schools - students, teachers, 




& Thoilliez  
2017 Spain IBO Mixed 
methods 
8 participating schools: students (n 
= 1,441); teachers (n = 148); and 
families (n = 209); school heads (n 
= 8) and IB coordinators (n = 3).  
Ateşkan, Dulun 
& Lane  
2016 Turkey IBO Qualitative School heads (n = 4), MYP 
coordinators (n = 6) and teachers  
Williams 2013 Sweden IBO Qualitative 2 schools (private and public) - one 
current MYP coordinator, a 
nominated group of parents, 
teachers, IB Evaluation reports, 
mission statements and school 
development plans from each 
school was collected  
Wolanin & 
Wade 
2012 USA IBO Mixed 
methods 
298 teachers completed the survey. 
15 of the MYP teachers were 
randomly selected from the five 
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MYP middle schools were 
interviewed  
 
6.3.1 Benefits for teachers and teaching 
First, research suggests that teachers have positively transformed their teaching pedagogy 
by engaging with the MYP. Teachers felt the MYP helped them teach critical-thinking skills, use 
more global- and real-world connections in their teaching (Wolanin & Wade, 2012), and planned 
lessons that allowed students to develop independent learning, collaborative inquiry and 
thinking- and research skills (Sizmur & Cunningham, 2013). Teachers who started teaching the 
MYP reported that this framework encouraged them to go beyond rote teaching (Visser, 2010). 
Through teaching the MYP, they used more inquiry-based methods, were more creative in 
delivering their lessons and more often used differentiated teaching strategies (Ateşkan, Dulun, 
& Lane, 2016; Valle, Menéndez, Manso, Garrido, & Thoilliez, 2017).  
Second, teachers in various studies believed that the MYP improved their internal and 
external networking opportunities. Teaching the MYP gave them more possibilities to plan 
interdisciplinary units (IDUs) and collaborate between learning areas (Ateşkan et al., 2016; Perry 
et al., 2018; Storz & Hoffman, 2018; Valle et al., 2017) and allowed teachers to engage in more 
overseas professional development. The MYP also made teachers value the standardization of 
assessments across their middle school and by having the MYP assessment criteria, teachers felt 
more accountable with what and how they were grading their students (Perry et al., 2018).  
6.3.2 Challenges for teachers and teaching  
Despite the benefits reported above, teachers face several challenges with the MYP. 
Teachers felt there was a lack of differentiated PDs to suit individual school context, faced 
challenges with inquiry- versus content-based teaching, had issues with designing assessments to 
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fit the national and MYP curriculum frameworks and criterion-referenced grading instead of the 
national grading format.  
First, operational challenges were experienced by many educators when teaching the 
MYP. Teachers often experienced a higher workload when teaching the MYP (Perry et al., 2018; 
Sizmur & Cunningham, 2013; Wolanin & Wade, 2012). In Storz and Hoffman’s study (2018), 
teachers wanted more differentiated PD options so that they could understand how the MYP 
could be taught based on their individual school context. Teachers also found the MYP jargon 
confusing and were challenged by having to be more conceptual- and inquiry-focused, rather 
than content-focused (Ateşkan et al., 2016; Perry et al., 2018; Williams, 2013). 
Second, adopting the MYP alongside a national curriculum and creating assessments at 
schools with two frameworks was reportedly challenging for teachers. In Sizmur and 
Cunningham’s study (2013), many teachers found it challenging to run the UK national 
curriculum alongside the MYP and this was found in an Australian-based study as well (Perry et 
al., 2018). Additionally, teachers found it difficult to incorporate the MYP criterion-referenced 
scales with various national curriculum’s grading formats: the Dutch’s statistical-average grading 
system versus the MYP’s 1 to 7 grading format (Visser, 2010), integrating the MYP with the 
Australian’s alphabetical grading system (Perry et al., 2018), the Spanish’s 1 to 10 grading 
system to the MYP (Valle et al., 2017) and the grade conversion from the Swedish educational 
system to the MYP (Williams, 2013).  
6.3.3 Leadership and educational change 
With adopting any IB programme, due to its complexity and worldwide network, there is 
no particular leadership model or paradigm to guide leaders at IB schools (Calnin, Waterson, 
Richards, & Fisher, 2018). Teachers in Storz and Hoffman’s (2018) study felt that the support 
from their principal and IB Coordinator were crucial in successfully adopting the MYP, since 
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their administrative team consistently encouraged, provided resources and gave guidance to their 
staff members. Despite many other district-related changes and initiatives occurring at the same 
time when this school was implementing the MYP, the principal’s commitment to the changes 
occurring with taking on the MYP motivated and gave his staff confidence in taking on the MYP 
(Storz & Hoffman, 2018). Therefore, even though there may be no one leadership model for IB 
schools to follow, it appears to be essential for teachers and schools to have good support from 
their administrative team to cope with the changes brought on by adopting the MYP.  
Additionally, when adopting a new curriculum framework, teachers may face many 
challenges related to pedagogy, assessment format, the framework’s aims and directions, lack of 
instructional materials, insufficient clarity about the new curriculum changes and teachers’ 
having limited skills and/or knowledge about the new programme (Bennie & Newstead, 1999). 
Therefore, when adopting the MYP, Walters (2007) suggested modifying the school’s teaching 
and curriculum planning, professional development (PD) practices and delivery of instruction. 
Walters (2007) also suggested the need for continuous PD and time for teachers to work 
collaboratively “at each level, across levels, across disciplines, and in the areas of interaction” (p. 
38). The conclusions uncovered in these studies indicate that schools have an important 
responsibility to provide teachers with a high level of support when implementing and 
maintaining the MYP. 
6.4 METHODOLOGY 
6.4.1 Research design 
We used an exploratory qualitative research design (Marshall & Rossman, 2011) and an 
inductive approach (Bogdan & Biklen, 1997), which is appropriate and useful when conducting 
research about a topic that has not been extensively studied. This means that we did not seek to 
test a hypothesis, nor were we guided by a specific theoretical perspective or framework. Rather, 
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we used open-ended questions (Creswell, 2012) to gather comprehensive data and to give 
participants the opportunity to express their perspectives about the MYP and its benefits and 
challenges for teaching.  
Data were collected from three schools. Interviews at School 2 (S2) and School 3 (S3) 
were carried out individually and face-to-face at each school. Each interview lasted from 30 to 
80 minutes. To accommodate staff’s work schedule at School 1 (S1), four out of five interviews 
were conducted via email, with the remaining interview conducted over the telephone. 
Pseudonyms are used to protect participants’ anonymity, and the names and locations of the 
participating schools are also withheld as required by our ethics clearance.  
6.4.2 Participants 
We used purposive sampling techniques to recruit schools that were located in capital 
cities, that had recently discontinued the MYP, and that varied by school sector and 
socioeconomic profile, as shown in Table 17. Data about the socioeconomic profile of all schools 
in Australia are provided by the federal government on its MySchool website (myschool.edu.au) 
via two measures: 1) the percentage of students from different socioeconomic quartiles as 
measured by parent occupation and education; and 2) the Index of Community Socio-
Educational Advantage (ICSEA), which provides a parameter of the socio-educational 
backgrounds of students at schools (ACARA, 2015). ICSEA is scaled so that the national mean 
is 1000, and range from approximately 800 (representing severe disadvantage) to 1200 or higher 
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Table 17 
Background of the three participating schools 
















































































































































































































($14,032) 1152 1 68 High 5 7 
S2 Private 
$6,954 
($4,978) 1073 9 32 Middle 7 2 
S3 Public $475 ($340) 928 50 5 Low 5 3 
 
As shown in Table 17, S1 is a high-fee private school with a very privileged social 
composition; S2 is a moderate-fee private school with an average social composition; and S3 is a 
public school with a relatively disadvantaged social composition. The schools also had varying 
years of experience with the MYP, ranging from seven years at S1, two years at S2, and three 
years at S3.  
From these schools, seventeen participants with varying MYP teaching experiences took 
part in our study – four principals and/or deputies, three former MYP Coordinators, and 10 
teachers. No specific selection criteria for the participants were given to schools. Each school’s 
name and location are withheld to comply with our ethics approvals.  
6.4.3 Data coding and analysis 
We used a qualitative analysis software program, NVIVO, to code and analyse the 
interview data. Following a grounded theory approach and using constant comparative methods 
(Charmez, 2003), we coded the data for keywords, themes and concepts (Creswell, 2012). 
Participants’ responses to each question were compared to identify similarities and differences 
across the data set (Charmez, 2003). A cross-case analysis was carried out to examine whether 
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the findings varied by school sector and/or socioeconomic composition. We used the MYP’s 
Standards and Practices to organize our findings. These are a set of philosophical, organizational 
and curriculum requirements established by the IB to guide and support schools to successfully 
implement the MYP (IBO, 2014b). 
6.4.4 Limitations  
Our findings may not be reflective of the general MYP and/or non-MYP school 
population, since only three Australian schools participated in this study. Generalizability is also 
limited since teacher participants were chosen by their school leaders, leaving open the 
possibility that their opinions may differ from their colleagues. Lastly, carrying out email 
interviews with most of the S1 participants due to time constraints meant that it was a challenge 
to gather more in-depth responses, since a face-to-face interview would allow participants to 
provide more in-depth reflections. 
6.5 FINDINGS 
Generally speaking, some teachers in this study shared that teaching the MYP was 
beneficial; however, staff members described challenges and limitations when teaching the MYP, 
as described below.  
6.5.1 Benefits and opportunities 
Teachers and administrators experienced various benefits and opportunities of teaching 
the MYP. Staff at S3 felt they engaged with more local and global initiatives after adopting the 
MYP. Deb (S3) said that they “looked at global issues and worked out what you can be doing 
here.” For example, they looked “at difficulties in East Timor…kids developed a charity event 
and we're now sponsoring a child” (Deb, S3). Additionally, they engaged with their local feeder 
schools by running umpire/coaching courses (Bill, S3).  
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Another benefit was teaching students with more real-world connections within the MYP 
units. Ray (S3) looked for “authentic world connection, like the UN Global Goals for 
Sustainability.” Within their English department, Janice (S3) shared that they “always make sure 
there were global texts…because with the Australian Curriculum, it's mostly focus on China, 
India, indigenous texts.” Similarly, at S1, Matt mentioned the MYP “enabled the English faculty 
to foreground and make connections between texts and societal / historical events more explicit.” 
Teachers experienced these benefits after introducing the MYP at their schools. 
Teachers also enjoyed various opportunities with adopting the MYP. For example, 
teachers (S1 & S3) appreciated the local and international MYP PD opportunities that were 
available. These teachers felt these workshops boosted teachers’ confidence, was a great 
opportunity to meet teachers from other countries and schools and learn about the programs they 
run (Bill, S3). Next, the MYP created opportunities for IDUs at all three schools. The MYP 
allowed them to “make links to other subject areas and forced faculties into conversations about 
commonality rather than remaining in isolation” (Matt, S1); it provided opportunities for “cross-
curricular thinking and trying to involve one another into each other’s subjects because high 
school's very insular as you understand subject by subject” (Joy, S2); and, the IDUs helped “glue 
all the subjects” (Ray, S3). 
Lastly, the MYP provided standardization and accountability for schools as teachers had 
more opportunities to plan units and set assessments more uniformly. Teachers liked the 
“accountability from (an) international third party because we knew that this is the standard and 
we needed to aim for that” (Joy, S2); it made staff think about what, how and why they are 
teaching and assessing a unit (Valerie, S2 & Ray, S3); and, it allowed teachers to have 
consistency with their assessments as it was easy to notice if “someone was overdoing or 
underdoing the criterion” (Kelly, S2). According to Nate (S1), the MYP was an “antidote (to the) 
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pre-Australian Curriculum” and helped cope with the “poor accountability/overall quality” to 
“establish the need for standardised approaches to curriculum documentation and planning, 
assessment practices and policy – so a good way to establish a baseline level of QC in the 
school.” The above benefits of MYP are counterbalanced with identified challenges and 
limitations discussed below.  
6.5.2 Challenges and limitations 
Teachers experienced various challenges and limitations whilst teaching the MYP. We 
have used the MYP’s Standards and Practices to structure the interview responses in this section 
and provide a thematic guideline for this discussion (Ledger, 2017). 
6.5.2.1 Philosophy 
6.5.2.1.1 MYP elements were forced and artificial. Many staff at the three schools felt 
that various MYP components such as Approaches to Learning (ATL) and Learner Profile (LP) 
were embraced artificially. When focusing on ATLs, Sandy (S2) shared that they “had this as part 
of the unit planners and we would look at maybe two or three ATLs that we thought was suitable 
for that topic: Did the students really relate back to it? No. It felt like a paper-pushing exercise.” 
Valerie (S2) added that the ATL “was just an unnecessary add-on…it didn’t always happen.” At 
S1, staff members felt that the ATLs were not used much at their school: 
The ATLs got little airplay as they were also somewhat forced. 
To nominate an ATL and an associated skill from the ‘cluster’ 
seemed unnecessary since we were covering these kinds of skills 
regardless. (Matt, S1) 
The added layers required to be MYP compliant often meant 
teachers were taken away from teaching the core knowledge 
essential to develop a deeper understanding of the subject area. 
(Max, S1) 
Another staff member, Pete (S1) felt that the ATLs created another issue: 
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Suddenly students start to get into their preferred learning style 
(and) teachers (had) to individualize for each student’s learning 
style which is quite frankly impractical in my opinion...besides 
I'm not sure that it's good educationally that people just work 
with their own learning styles. I think they need to broaden the 
learning styles. (Pete, S1) 
At S3, Deb felt that her understanding of the LP was very little and the only way she used 
it was to have “up in the room and sometimes you point to it and go, ‘Okay, this is it’” and was 
“discussed at the start and end of the year.... it wasn't really brought up throughout the rest of the 
time.” The MYP’s Community and Service (CAS), was also challenging for S3 according to 
Dolly as it “never happened consistently across all year levels across all subjects.” Overall, even 
though each school’s duration with the MYP and each teacher’s MYP experience differed, a 
common theme among teachers is that they found the various MYP elements challenging as 
highlighted above. Additionally, teachers confessed there was a lot of negativity in taking on the 
MYP, which created challenges as described below. 
6.5.2.1.2 Teachers resisting change. Another commonly shared challenge among the 
teachers from all three schools were staff members’ resistance towards change. For example, 
Paul (S1) mentioned, “people didn't embrace the opportunity…there wasn't a great 
infusion…there wasn't certainly on my part.” At S2 and S3, teachers admitted that many of their 
teachers were unhappy with taking on the MYP and this was a challenge at their schools. At S2, 
Valerie felt “sometimes teaching staff can be very stuck in their way” and “when someone tries 
to tell you how to teach or to change your practice, people can be very resistant to change.”  
At S3, Bill said it was challenging to get staff on board because they felt “the Australians 
curriculum is nationwide, why do we have to use the IB? There was a fair bit of negativity.” 
Additionally, Deb (S3) felt “many of the teachers, not age-based but experience, were very 
negative to have another change…they keep getting comfortable with something and the new 
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thing comes in…they feel like they are forced to do it.” This opinion was also shared by Janice 
(S3) who mentioned, “In education, there's a lot of fads that come and go…sometimes people 
question the evidence behind jumping up at something especially when it takes a lot of time, a lot 
of money.”  
Similarly, at S2, Kelly described that some “teachers that just didn’t want to do it because 
it was too much hard work or just a program they didn’t believe in…we had a lot of unrest with 
different areas.” From a MYP Coordinator’s viewpoint, Valerie (S2) felt that: 
Sometimes teaching staff can be very stuck in their ways. It’s the 
nature of the profession that when the door closes, you’re in 
charge of the classroom. When someone tries to tell you how to 
teach or to change your practice, people can be very resistant to 
change. I know in (S2), you needed the support of staff, needed 
the principal to support us. You needed the leadership to support 
it fully and to shut down any negativity the minute it 
started…but there's so much politics in the background, you are 
just fighting a losing battle.” (Valerie, S2) 
Their current principal, Cory (S2), who joined the school a year after they adopted the 
MYP and therefore was not intimately involved in the implementation process nor in a classroom 
teaching context, thought teachers’ pedagogy improved but “their sense of efficacy decreased... 
(Teachers) felt that they weren’t doing as competently or as good a job as they were doing pre-
IB.” Participants in this study also faced other issues within their organisation as they felt 
unsupported in coping with the MYP, which is described next. 
6.5.2.2 Organisation 
6.5.2.2.1 Limited direction and/or support. At each school, participants felt confused due 
to limited support and/or direction from their leadership team. At S1, Matt shared that “while 
running the MYP, the school had three different staff members who were responsible for its 
direction which ultimately resulted in a lack of consistency…priorities were identified then 
changed according to who was directing it.” Similarly, Paul felt the leaders at S1 were not “really 
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forceful, convincing” and did not provide “strong support, practical support for them to say, 
‘We're doing it and you got to get on-board with it.’” This feedback was also shared by staff at 
S2. 
At S2, all four teachers who participated in this study felt they did not receive support 
from their former principal, who pushed to adopt the MYP, or their MYP Coordinator. For 
example, teachers at S2 expressed that: 
Our opening meeting with new Principal (was) like, (if you) 
"don't like it, leave."…The principal that came in (and) the 
coordinator didn't necessarily work with the staff (and) didn't get 
them on that journey…the coordinator didn't do the role that was 
required. It was more of a, "Here's the paperwork. Go on, read 
it. If you ask the questions, it's on the wiki, it's on the blog. Go 
on read it." If (teachers) asked for assistance, it was like sort it 
out yourself… For staff that may have not been trained in 
inquiry-based learning (and) in non-linear models of curriculum 
development, it was a little bit difficult. (Adam, S2) 
(The Coordinator) didn’t have an IB background either…she 
was still teaching for part of her time...her time was spread very 
thinly between the departments and I can honestly say hand on 
heart we got very little useful practical support because I believe 
she was still learning it as well. (Sandy, S2) 
In terms of limited support, Deb (S3), who had joined the school after the MYP was 
established, felt that she could have received more guidance: 
Because I come in after it had been established, I was in that 
gap...At the same time, no one thinks that you might need to 
have a bit of a rundown in how it actually works. I had to teach 
myself or seeking out help from staff that had been here longer 
and more experienced. I would have definitely benefited from a 
training day. (Deb, S3) 
Participants from S3 felt they did not have much time to collaborate with other local MYP 
schools. Even though S3 was part of a cluster of MYP schools within a local area, Deb felt their 
engagement with the other MYP schools were limited: 
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not utilised it to what it could be…I want to see how (MYP) 
works…I want my kids to engage with their kids…(students) 
need to see that there are other opportunities and other potentials 
out there. It would be good to actually utilize that partnership to 
its full extent and learn from one another. (Deb, S3) 
When teachers feel unsupported in their work environment, they tend to experience more 
stress, which was another factor shared by participants from S2 and S3 as described in the 
following section. 
6.5.2.2.2 Increased level of stress among teachers and teacher turnover. Teachers at S2 
and S3 experienced increased stress levels due to teaching the MYP. At S2, Joy explained that 
teaching this IB programme “increased the level of stress and burnout with teachers… I got sick 
four times that year which is not very normal for me… it was a lot of stress on our side.” This 
sentiment was also shared by Rose and Sandy (S2), who felt teachers became more stressed and 
there was more angst within their school. Additionally, Sandy (S2) added that “things like staff 
morale (had) gone from very, very low during MYP to back to where it always was,” post-MYP. 
She also shared “teachers became stressed because they hadn’t had sufficient training” yet they 
had to use their time and energy to develop “brand new assessments, brand new rubrics all in 
terms of the MYP” without getting the proper initial IB professional development (Sandy, S2). 
At S3, Bill also shared similar experiences of staff feeling frustrated when teaching the 
MYP due to the constantly changing MYP framework: 
it was seen as a chore by some teachers…they were always 
changing their curriculum and staff becoming frustrated with 
that…we would get used to the criteria, ways to assess unit 
planning, progress to learning and all of a sudden they change 
the whole framework…everyone just got fed up… Because we 
had just gotten used to the whole program and then bang, it's 
hard to change it again. (Bill, S3) 
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Apart from increased stress, frustration and lack of support, some teachers did not 
embrace the professional development support given to them and felt these MYP training were 
costly, as described more next. 
6.5.2.2.3 Costly and insufficient professional development (PD) opportunities. While 
teachers found it a perk to attend local and international MYP PD workshops to learn more about 
the MYP and network with other teachers globally, there were mixed opinions among 
participants regarding the frequency and/or the cost involved for such training. For example, due 
to high staff turnover at S3, Bill mentioned that providing PD for his new staff was expensive: 
We had a high teacher turnover so we're always having to train 
new staff (which) becomes quite costly… Lot of the staff 
coming in from universities were unaware of the IB because 
they’ve been focusing on Australian curriculum so with the pre-
service teachers, I'm having to spend a lot of my time teaching 
them about IB. (Bill, S3) 
Also, teachers from S2 and S3 talked about the cost factor of sending their staff interstate 
or overseas for these PDs. Dolly (S3) shared they rarely sent their teachers interstate or overseas 
as it was a “huge cost and really extravagant for a school like ours.” Similarly, Cory (S2) thought 
these IB PDs were costly and it was a “real impediment to get everyone trained or to be able to 
be accessing that in a way that's realistic.”  
PDs were also provided inconsistently to staff at S2, according to the participants. One of 
the challenge is due to the unavailability of local MYP training (Cory, S2). Additionally, Adam 
(S2) shared the inconsistencies they faced with staff attending the PDs when they introduced the 
MYP at their school as most of his teaching colleagues only attending their first IB-run PD 
“midway through the first year of actual implementation”: 
Not always did the most appropriate person go…it wasn't 
always the dean of learning area that went. Sometimes it was a 
classroom teacher that went so they might not necessarily have 
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the expertise to readily translate it to their colleagues in terms of 
the requirements. Some of them were also teaching it so that 
they were coming to grips as an educator as well as the 
coordinator of the area... It was just a very poorly formed quilt. 
(Adam, S2) 
Similarly, Deb (S3) felt that new staff members joining their school may require more 
external MYP training, instead of learning just from colleagues. Furthermore, “in a one lesson 
release time where they are sticking by everything they have done in a day or two training,” 
understanding the MYP can be challenging (Deb, S3). 
At S1, Bob, Director of Teaching and Learning, mentioned he did not receive any MYP 
training but had the IB training for the “Course Coordinator Level 2 for the DP” and was 
“familiar with the (MYP) since my days in the UK.” His colleague, Pete (S1), noted that teachers 
did not welcome opportunities for PD: 
People didn't embrace the opportunity...We're pretty busy with 
all the expectations placed on us...I'm not against PD but I'm 
very selective now. I certainly wouldn't be running, bursting my 
boiler to go to an MYP conference. (Pete, S1) 
Beyond these organizational challenges, teachers also experienced issues with the 
curriculum, which are described next. 
6.5.2.3 Curriculum 
Teaching the MYP increased teachers’ workload.  Staff from all three schools 
unanimously shared that one of the main drawbacks of the MYP was the substantial increase in 
paperwork. At S1, Matt felt “the sheer weight of documents that came with the MYP that staff 
were suddenly expected to digest” was challenging. Additionally, Max (S1) shared that “the 
MYP added a layer of complexity to the work of our staff and, as a result, there was a great 
variance in the quality of delivery. In many cases the unique aspects of each subject was lost in 
the various layers of MYP requirements.” Their mathematics teacher, Pete (S1), also felt that the 
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MYP added pressure on their teachers and “the workload of the teachers just went through the 
roof.”  
Similarly at S2, Kelly shared that “teachers just didn’t want to do it because it was too 
much hard work or just a program they didn’t believe in” and due to that, they had “a lot of 
unrest with different areas.” Additionally, Adam (S2) thought the MYP at their school “became 
more about the paperwork and the framework in terms of accountability than it was about actual 
pedagogical changes and shifts in the curriculum.” Likewise, Cory (S2) felt the “real drawbacks 
were the paperwork, planning documents (and) reporting, and these were hurdles many teachers 
struggled with.”  
These challenges were also shared by S3’s participants. Deb (S3) felt the “unit planning 
was a bit over-the-top (and) your time could be better spent as a teacher doing more effective 
things that are going to help the class.” Similarly, Ray (S3) thought they spent a lot of time on 
“just creating documents to have in a folder to say you've done that step as opposed to planning 
(and) programming really meaningful stuff.” Additionally, Dolly (S3) also felt “the paper work 
and the unit planning are pretty full on…they had to take the (Australian Curriculum’s content) 
and be delivering that but under the IB framework.” Apart from increased workload, time factor 
hindered teachers’ collaborative planning as described below. 
6.5.2.3.1 Interdisciplinary units (IDUs) and collaboration among teachers were 
challenging. Teaching timetables were re-structured at all three schools after adopting the MYP 
and the lack of communal time among staff hindered their collaboration and planning. It was 
challenging for staff at S2 and S3 to get time together to develop IDUs due to timetable factors: 
some of the challenges, like time-tabling and how schools are 
structured, made it really difficult to do interdisciplinary units 
well…too hard to get the same kids with the same teachers in 
the same place at the same time or just make it so that teachers 
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have got enough time to sit down and collaborate and plan 
something out across the faculties (Ray, S3). 
There is a big time tabling issue...You got to have the same kids, 
running in the same classes, and have two teachers that want to 
do something together…we are running with the Australian 
curriculum content so you got to find some content that can 
match…We haven't mastered that yet (Janice, S3). 
Timetabling made that hard because in Year Seven the kids 
could choose their electives so they might choose dance, they 
might choose food... It means those kids all separated. My 
language kids who chose Indonesian might not be doing the 
same food subject. Some of them might be doing dance at the 
same time, so that was a logistics issue as well as far as 
interdisciplinary stuff (Joy, S2). 
Similarly, to carry out IDUs at S1, Matt shared that departments had to: 
suspend their original content delivery in order to accommodate 
it…its success was always going to be limited and it was 
restricted to those subject areas who had some natural overlap, 
e.g. History / English or Science/ Maths…A focus on 
interdisciplinary units was seen as a distraction from the core 
business of individual subject areas and the absence of any 
assessment rubric for such ventures made the practicality of 
such units seem rather nebulous. (Matt, S1) 
Apart from planning and collaboration challenges, schools also faced issues with the 
MYP assessment and standardisation, as discussed next. 
6.5.2.3.2 Timetable and assessment issues. First, many participants from each school 
experienced issues with the MYP’s assessment format and added that reduced teaching time 
limited their ability to teach and assess their students. Valerie (S2) shared that some of her 
colleagues found “the assessments were huge problems…some people hated them, they wanted 
content, rote learning.” She felt “having to assess two criterion over the course of a year meant 
that we were over-assessing students” (Valerie, S2). This viewpoint was also shared by her 
colleagues at S2 (Sandy, Rose & Kelly). According to Rose (S2), reduced hours of class time 
impacted their teaching: 
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We went from seeing classes three times a week to two times a 
week because they needed to (increase the) hours in maths and 
English…science and HASS would have two sessions a week 
and math and English would have four sessions a week…twice a 
week wasn't quite enough to develop the relationship with the 
students, be able to assist them to develop their own ideas.” 
(Rose, S2) 
At S3, teachers also found it challenging to carry out assessments due to time constraints, which 
made them feel like they were over-assessing students: 
some staff found it tough to meet all the expectations of the 
IB…we only had one lesson of health and PE a week…if you’re 
going to do the IB program properly, how are we meant to 
assess all the criteria twice, in one lesson a week and open our 
year eight and nine programs which are only a semester? We 
have to cram them in because we have to assess each criteria 
twice within the semester…It was seen as a chore by some 
teachers. (Bill, S3) 
Additionally, Deb (S3) felt that the assessments were difficult to comprehend and teachers had to 
“simplify it and for lack of a better word, dumb down…so that it's engaging because they're still 
just little babies here at Years Six, Seven…seeing a sheet that works for an adult doesn't 
necessarily work for the kids.” Assessments were also viewed as confusing, according to Pete 
(S1): 
It’s very assessment-driven and it's looking at so many different 
criteria. I think there's so much time and energy arguing about 
standards and what determines how good someone is and so on. 
I don't think it's clear-cut …you had to assess all the criteria and 
then you had all these numbers for the criteria at the end…this 
caused confusion. (Pete, S1) 
At S1, Bob also mentioned it was “impossible to standardize between subjects and hard to do so 
within subjects…they are invalid due to the fact that they don’t stipulate what to assess and how 
to assess.” 
Second, time shortage due to timetable inflexibilities at these three schools limited 
teachers’ ability to teach effectively. For example, at S1, Max mentioned their “timetable did not 
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allow much flexibility in providing staff with the time needed to deliver a program as complex as 
the MYP.” At S2, teachers also felt they were rushed into teaching the MYP, did not have enough 
time to learn about it and only ran the MYP for a short duration at their school (Adam, S2). Kelly 
felt the MYP would have been more successful at S2 if they had taken it on for at least 10 years 
instead of just having it for two years. She felt if they “had those policies in place, maybe we 
might have been a little more successful” (Kelly, S2). Additionally, Sandy (S2) reflected they 
could have been given more time initially to explore and engage with the MYP and plan “maybe 
one unit in that year…everyone was given lots of time to actually prepare that unit (where they 
received) lots of help and IB experts looking at it” to help them get used to this IB programme. 
Beyond these challenges faced by teachers with teaching the MYP, there were a few other, less 
commonly mentioned issues that were shared by participants as shown in Table 18 below. 
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Table 18 
Other teaching challenges faced by participants 
Under-prepared to 
teach the MYP 
“There wasn't much independence…very didactic and teacher-entered…shouldn't 
have been student directed necessarily all the time. When you're 13-year-old, you 
need to learn how to do that. Particularly, when you come out of a system that is 
very teacher driven… It didn't shift pedagogical practice all that much…The staff 
were wanting to do, they just didn't know how to access it. There were almost 
disenfranchised and disempowered.” (Adam, S2) 
“Being uncertain and not having the confidence in the methodology, and teachers 
don't like not knowing what they're doing. The whole profession is built around 
that notion of the teacher being the expert especially in the senior school where 
you are specialist teachers and they didn't feel that they had the specialist 
knowledge to deliver the program.” (Cory, S2) 
Too many constant 
changes to the MYP 
curriculum  
“the ‘next chapter’ MYP did not make the MYP simpler or more accessible, not 
make planning of units more streamlined and clearer, not help to enable inquiry 
learning to occur more naturally…guidance was technical and convoluted.” 
(Nate, S1) 
“We would get used to the criteria, ways to assess unit planning and all of a 
sudden they change the whole framework … everyone just got fed up.” (Bill, S3) 
 
MYP’s features are 




“Perhaps in countries that don’t have a national curriculum (the MYP) could be 
followed…actually gives a very good structure for learning in those sorts of 
environment. In Australia, they just seem to be doubling up on what has already 
been considered in terms of the national curriculum that needs to be delivered. 
We already have that, so we’re compounding that with now different aspects we 
have to deliver on top of the curriculum. I would say it’s great in theory…the 
reality is, unless you’ve got masses of money, time and very experienced 
teachers in that area, it can be shambolic.” (Sandy, S2) 
“(Australian Curriculum) really drew a lot of its ideas from IB. It's a terrific 
framework and has a lot of IB-ness to it…having a really good strong Australian 
national curriculum meant that there's not necessarily a need (for the MYP). I can 
imagine other countries that don't have a good strong national curriculum that the 
IB is perfect framework” (Dolly, S3) 
Challenges with 
inquiry-based model 
“An inquiry-conceptual model is simply not the best way to teach certain 
subjects, particularly Mathematics and Languages [skills and content-based, 
sequential and cumulative]. Teachers really struggled to address the content-
based required in subjects when all of the assessment attention was on higher-
level inquiry tasks. Certainly, in many subjects the actual content (syllabus) for 
the course was downplayed significantly, mostly because it was either absent 
from the criteria, or relegated to criterion A only (‘knowledge and 
understanding’).” (Nate, S1) 
“We’ve found the conceptual understandings when we were developing our 
courses quite broad and a bit difficult to decipher.” (Kelly, S2) 
“Formulaic teaching; lack of knowledge-based curriculum and poor preparation 
for Y11 and 12” (Bob, S1) 
“Fixes a style of teaching and in an attempt to make teaching genuinely inquiry-
based (i.e. children co-constructing their own learning), instead makes teaching 
delivery fixed and robotic.” (Bob, S1) 
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6.6 DISCUSSION 
Participants reported similar benefits of teaching the MYP found by other studies, such as 
making more authentic, global connections and engaging with worldly issues in their classrooms 
(Wolanin & Wade, 2012) and increased opportunities to develop IDUs (Ateşkan et al., 2016; 
Perry et al., 2018; Storz & Hoffman, 2018; Valle et al., 2017). However, overall, our findings 
suggest that our participants may have had limited understanding and/or appreciation of how the 
MYP worked, which could have influenced the challenges they faced with teaching the MYP.  
Similar to the findings reported by Bennie and Newstead (1999), the participants in our 
study faced issues with the assessment format and MYP elements such as the IDUs due to 
limited time, lack of clarity and/or insufficient direction from their administrative team. These 
factors contributed to staff at all three schools feeling stressed and disenfranchised with the MYP. 
Schools 2 and 3, which ran the MYP for only two and three years respectively, may not have 
adequately prepared for the adoption of the MYP and underestimated the amount of training and 
ongoing support required for teachers to be successful. Even at S1, which offered the MYP for 
seven years, staff members experienced significant frustration with the on-going demands and 
changes associated with the programme and felt that the school administration did not 
sufficiently promote the programme at their school. Additionally, the IB reviews and updates its 
programs every seven years and the MYP had been most recently revised around the time that 
the schools in this study gave up this IB programme. The additional requirement of having to 
accommodate the changing MYP may have further contributed to the staff members 
experiencing difficulties, which in turn may have been a factor in their decision to let the MYP 
go at their schools.  
Limited resources to fund costly PD were reported by two of the three schools: S2, a 
private school that charges moderate fees, and S3, a public school. Participants from S1, a high-
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fee private school, did not report difficulties affording PDs. These findings suggest that even 
private schools that charge moderate fees may find the MYP costly to offer. It is not surprising 
that S3, a public school with fewer financial resources, less autonomy but more demands from 
jurisdiction, faced challenges with affording these costly PDs.  
Third, teachers from all three schools reported difficulties meeting the requirements of 
the MYP and the Australian Curriculum at the same time, especially in terms of assessments and 
grading. Consistent with conclusions uncovered by Sizmur and Cunningham (2013), where 
teachers faced more workload managing the UK’s national curriculum with the MYP, and with 
the other authors who wrote about the difficulties with various national curricula’s grading style 
versus the MYP’s 1 to 7 grading format (Perry et al, 2018; Valle, et al, 2017; Visser, 2010; 
Williams, 2013), participants from all three schools in our study raised similar concerns with 
accommodating MYP at their school. Therefore, greater clarity may be required from the IB as to 
how assessments may be put into practice at schools that manage a national curriculum and an IB 
programme as this may help teachers manage their work load and ensure that teachers can work 
more efficiently. 
6.7 CONCLUSION 
When schools implement any new framework, it is common for staff members to benefit 
and be challenged by its implementation. Generally, the benefits shared by participants in our 
study were related to opportunities and the positive organizational and curriculum changes they 
experienced as a result of adopting the MYP. However, staff at these schools felt challenged with 
time-related issues, limited administrative support and costly PDs, which made them feel 
stressed and in some cases, dampened the MYP’s potential influence on their teaching practice. It 
is therefore important for current and future MYP schools to acknowledge and understand such 
challenges so that sufficient internal support from their administrative team and more school-
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specific guidance from the IB can be given to help teachers fully engage and embrace MYP 
pedagogy and practices. The school’s leadership team would benefit by developing processes to 
effectively support and monitor pedagogical change through regular communication, provision 
of time to plan and collaborate, and provide appropriate resources to support their teachers. On 
the other hand, the IB could consider providing pre-developed documentation linking IB and 
national curriculum, training specifically targeting the development of a deeper understanding of 
MYP and increased leadership recognition of MYP coordinators. Addressing these inherent 
issues may free up time and allow staff and schools the required time to collaborate and best 
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CHAPTER 7:  
7.1 DISCUSSION AND CONCLUSION 
The findings presented in Chapters Three to Six highlight the various benefits, challenges 
and limitations of teaching and learning the MYP at the three Australian, former MYP schools. 
Since the analyses presented in Chapters Three to Six are specific to the three research questions 
guiding this thesis, this chapter will provide an overall discussion and conclusion of the findings 
and how these relate to the Australian schooling context. I will do this by using the first three 
main themes in Fullan’s Overview of factors affecting implementation (as cited by Altrichter, 
2005), as shown in Table 19, to guide this final discussion of whether adopting the MYP liberates 
or suffocates Australian schools. In the last section of this chapter, I discuss the limitations of this 
study and suggest opportunities for future studies as a result of these limitations. 
7.2 MYP SUSTAINABILITY 
I have used a theoretical framework by Fullan’s Overview of factors affecting 
implementation (as cited by Altrichter, 2005), as shown in Table 19, to structure the final 
discussion. This theoretical framework was chosen since the data collected in this study provided 
insight to inadequacies with the way the MYP was implemented at these three schools. The four 
main headings described in Table 19 offers suggested areas of focus for schools when 
considering the implementation of the MYP. The careful consideration of these dimensions will 
allow for schools and their stakeholders an opportunity to plan for the adoption of this IB 
programme. 
This discussion section will be organised using the first three main headings shown in 
Table 19: the characteristics of the innovation itself, local characteristics and organisation. The 
fourth heading in Table 19, Government and external agencies, will not be discussed in this 
IB MYP: LIBERATION OR SUFFOCATION? 195 
thesis, since no data were collected from external agencies (such as the Department of Education 
or the IB) or from participants in relation to their interactions with such agencies. 
Table 19 
 
Fullan’s Overview of factors affecting implementation (as cited by Altrichter, 2005) 
A. Characteristics of the innovation itself 
• (perceived or felt) need 
• clarity (about goals and means) 
• complexity 
• quality, contextual suitability and practicality 
 
B. Local characteristics 
• regional administration (e.g. school district) 
history of negative experiences 
adequate follow-through 
active knowledge and understanding 
active support 
• community characteristics 





• management (e.g. principal and school management team) 
level of commitment 
obtaining resources 
shielding from interference 
encouraging staff / recognition 
adapting standard procedures 
• teachers 
competencies and attitudes 
decision-making participation 
quality of collegial relationships 
• students' and other participants' competencies and attitudes 
 
C2. Organizational characteristics 
• compatibility of the innovation goals with the strategic goals of the organization 
• organizational structures and processes 
• system of incentives and career patterns 
• characteristics of the existing curriculum and assessment procedures 
• organizational culture 
 
D. Government and external agencies 
• quality of relationships between central and local actors 
• resource support and training 
Reprinted with permission from Münster, Germany: Waxmann 
IB MYP: LIBERATION OR SUFFOCATION? 196 
7.2.1 Characteristics of the innovation itself 
First, changes within the school in the form of curriculum implementations and 
innovations must be clear and practical in order for staff members to ensure the programmes are 
successful. Regardless of the varying number of years with the MYP, a unanimous response 
among participants from all three schools in this study was that they adopted the MYP due to 
decisions made by their external and/or internal leaders. As pointed out by Altrichter (2005), just 
by expressing or feeling a need is not quite enough to carry out an implementation but rather, 
those who are directly involved in the process should be a part of this discussion and 
implementation process. Therefore, the lack of teachers’ direct involvement and engagement 
with the discussion to adopt the MYP may have disconnected staff members with the innovation 
from the beginning of the MYP implementation process.  
Second, to be able to feel competent and certain with the new changes occurring, teachers 
need to have clear goals and understand how taking on the MYP is going to be practical and 
suitable at their schools. Adopting the MYP encouraged many pedagogical changes at each 
school; hence, teachers needed to understand the MYP’s philosophy and have appropriate 
guidance with teaching strategies and materials in order to apply this during their implementation 
phase (Altrichter, 2005). However, overall, the findings in this study showed that staff members 
from the three schools ultimately rejected the MYP due to various issues, which are also echoed 
in the findings of current literature. Such issues included an increased workload and paperwork 
(Perry et al., 2018; Valle et al., 2017; Sizmur & Cunningham, 2013), confusion with the MYP’s 
criterion-referenced grading (Visser, 2010), overly focusing on inquiry rather than in-depth 
subject knowledge, lower ability students’ inability to cope with student-centred learning 
methods and assessments, and timetable issues (Williams, 2013), which hindered collaboration 
opportunities.  
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Specifically, according to many participants from the three schools in this study, one of 
the main challenges that hindered teachers’ teaching and students’ learning was related to 
assessment and the MYP’s criterion-referenced grading. Regardless of the number of years of 
running the MYP, many of these staff members felt that the MYP’s assessment style and 
structure did not meet their school’s needs because it either did not address in-depth content 
knowledge or it was too onerous and awkward. Such perceptions may have arisen due to the way 
in which the MYP is constructed (especially in terms of how easily it accommodates a national 
curriculum) and/or the manner in which schools go about implementing and delivering the MYP 
at their schools. A combination of both of these factors may well have influenced participants’ 
perceptions.  
Third, it is important to ensure that teachers are not overloaded with too many changes 
and initiatives as this may leave staff members disenfranchised (Fullan, 1995). Specifically, at S2 
and S3, staff members mentioned that the MYP was implemented during a period when they 
were already experiencing considerable change of leadership and curriculum. However, at all 
three schools, teachers felt it was more effective to continue with the revised Australian 
Curriculum, which already had many similar features to the IB, such as interdisciplinary 
approaches and general capabilities. Additionally, staff members felt that the MYP was not worth 
the high costs, the complexity of aligning the national curriculum with the MYP and the time and 
resources involved in adopting the programme. Overall, in comparison with the Australian 
Curriculum, staff members felt the MYP was not significant enough to justify the effort required 
to maintain it. Therefore, prior to implementation, it is important for schools to discuss the needs 
and goals of their schools and discuss whether making curriculum changes are necessary. 
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7.2.2 Local characteristics 
Understanding a community’s characteristics and gaining the support from the school’s 
local community is important when schools implement changes, as this helps to accommodate 
any special requirements, if any (Altrichter, 2005). When parents endorse and contribute to 
reform effort, teachers’ and students’ motivation levels increase (Desimone, 2002). However, 
these intentions were not realised by being an MYP school, according to staff members from S2 
and S3. Staff members at these two schools shared that having the MYP alienated their schools 
as they felt that IB programmes are better suited for internationally mobile families. Specifically, 
staff at S2 felt that families from their school community had no intentions to relocate overseas. 
However, since the perspectives given in this study were those of previous MYP staff members, 
their perceptions of how the community received the MYP may or may not be accurate. 
Additionally, the perceptions of the teachers may have been affected by their level of 
understanding of the MYP and how to implement it well. At these schools, it was the internal and 
external leaders’ decisions to adopt the MYP and as such, schools may not be aware of their local 
communities’ wants and needs.  
7.2.3 Organisation 
7.2.3.1 Actors 
First, various stakeholders play an important role to ensure that new initiatives are 
successfully implemented at their schools. Similar to existing findings within the literature, the 
three schools in this study adopted the MYP to enhance their school’s prestige and identity 
within their community (Monreal, 2016) and recruit students, and to develop various learning 
skills and inquiry-based learning among their students (Wright et al., 2016). However, 
organisational structures and/or processes may not have been completely put in place for such 
innovations to occur successfully at these three schools, as seen from the findings chapters. For 
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example, one staff member at School 1reported that he received different messages from various 
administration staff about how to implement the MYP, and this resulted in the programme being 
carried out inconsistently across the school. Second, even though their former principal wanted 
to adopt the MYP, teachers at School 2 felt they were not supported nor guided by their MYP 
Coordinator and principal. Therefore, staff members at Schools 1 and 2 required more 
scaffolding, support and guidelines from their leaders and MYP Coordinators so that directions 
were consistent and staff members felt supported in adopting the MYP more successfully, as 
found by Azzam et al. (2019) and Burris et al. (2008). 
Additionally, to ensure that the implementation of the MYP is more effective, the MYP 
Coordinators and principals should be a “catalyst for change” (Hallinger & Heck, 2010), provide 
clarity about their goals based on their school’s needs and ensure that their staff members, 
students and parents are given ample support with adopting the MYP. However, the MYP 
Coordinators who took part in this study also had a part-time teaching role at each of their 
schools and this may have hindered their “time to lead” (Day et al., 2016, p. 6). While one of the 
perks of having a teaching load may be for Coordinators to model the MYP pedagogy 
(Robertson, 2011), teachers may feel that they are not able to readily approach their Coordinators 
to seek guidance with the MYP during the implementation phase, which can make the innovation 
stressful. Increased support from leaders and MYP Coordinators will help teachers, parents and 
students to better understand how the MYP can be better aligned with the Australian Curriculum 
and if necessary, how to overcome any complexities that may arise with this implementation. 
Second, teachers also have a significant role to play in ensuring that innovations are 
successful at their schools. Specifically, individual teachers’ attitudes towards change and the 
MYP are important in successfully adopting the MYP. While Silns and Mulford (2002) suggest 
that teachers must be empowered to embrace and contribute to educational changes, an 
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organisation’s characteristics and how they function can explain whether teachers feel 
autonomous in leading and developing the changes in their classroom. For example, some 
teachers and members of the administrative team from S1 and most teachers from S2 felt more 
disenchanted with the changes brought upon by the MYP and felt it was yet another change 
made at their school with which staff needed to become accustomed. As such, when schools 
adopt the MYP, systemic support and resources must be in place to ensure that all staff are 
offered in-depth academic and social support to ensure the implementation is handled with ease. 
7.2.3.2 Organisational characteristics 
In addition to receiving support from their principals and MYP Coordinators, the need for 
more materials and resources (in terms of professional development, time to collaborate with 
their colleagues, carrying out IDUs, designing and grading assessments) were other common 
hindrances raised by staff members at all three schools. Many of the participants at these three 
schools mentioned that they faced challenges to merge the contents of the Australian Curriculum 
with the philosophy and pedagogy of the MYP.  
Specifically, at the two schools that adopted the MYP for only three years or less, many 
teachers lamented the insufficient, IBO-run PD opportunities they were offered, which hindered 
their ability to fully grasp and implement the programme. For example, at S2, due to the cost and 
unavailability of the introductory workshops, many of their teachers did not attend their first IB-
run PD until six months after they had implemented this programme in their classrooms. Staff 
members at all three schools had opportunities to network with other local MYP schools; 
however, the opportunity to do so regularly and make the MYP the sole focus of their PD regime 
was impractical, since these schools also have other national curriculum requirements to focus 
on. Additionally, new staff members at S3 were given internal training but preferred attending 
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external, IBO-run training as this would give them more time to understand the MYP and learn 
how this IB programme is applied in other schools.  
These challenges were similarly highlighted in other studies – in Australia (Perry et al., 
2018), the UK (Sizmur & Cunningham, 2013), the United Arab Emirates (Stevenson et al., 2017) 
and in Spain (Valle et al., 2017) – where participants wanted more professional development to 
provide them additional support with aligning their national curriculum with the MYP. Hence, 
attending MYP-focused PD should be mandatory for every staff member even before schools 
implement this programme, as this will provide teachers develop skills and manage the changes 
with new-found knowledge (Fullan, 1993). Completing such professional development will also 
allow teachers to learn more about the pedagogical differences between their national curriculum 
and the MYP and better understand the differences in assessment format and grading between the 
two systems.  
7.2.4 Summary 
To provide a concise overview of how the findings from this research address each of the 
research questions, the following Table 20 has been provided below. From this table, the reader 
can quickly and conveniently reference the chapter(s), findings and significance of the findings 
that connects to each research question. This better enables the reader to draw the main threads 
together and connect the significant ideas presented overall in this thesis. 
Table 20 
Summary of findings by research question 
Research 
questions 
Chapter(s) Main findings Significance of findings 
1) What are the 




1) Difficulties with the curriculum and 
pedagogy, particularly with: 
• Merging the MYP and Australian 
Curriculum 
• MYP’s criterion-referenced rubric 
• Inquiry-based teaching and learning 
Greater support is needed 
for schools and staff 
members to guide them on 
an ongoing basis, 
especially since they are 
teaching the Australian 
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2) Limited financial and temporal resources 
 
3) Limited leadership support 
 
4) Alienation from the broader school 
community (parents) 
Curriculum alongside the 
MYP.  
 
Specifically, ensuring that 
school leaders also receive 
training/mentoring and 
staff members receive 
professional development, 
resources and time needed 
to put the MYP in place. 
2) What are the 
benefits and 
opportunities of the 
MYP for teaching 





1) MYP strengthened community 
engagement at schools 
 
2) Improved teaching approaches and 
pedagogy 
 
3) More professional development 
opportunities 
 
4) Collaboration and moderation 
opportunities with other MYP schools 
 
5) Teachers received pedagogical support 
from their MYP Coordinators 
 
6) An understanding that all subject areas 
were given equal weightage 
 
7) Teachers explored ways to foster 
interdisciplinary units 
 
8) Plan and set units and assessments more 
uniformly, which improved accountability 
and standardisation 
 
Learning benefits from teachers’ 
perspective: 
1) Promoted inquiry-based learning 
 
2) Allowed students to develop various 
learning skills 
 
3) Perceived understanding that it benefits 
internationally mobile learners 
 
4) MYP grading format allows students to 
aim for higher achievement in assessments 
The benefits of teaching 
and learning the MYP are 
many. Schools might 
consider how the MYP 
may be able to enhance 
their delivery of the 
Australian Curriculum and 
possibly other national 
curricula.  
 
Schools who already run 
the MYP may reflect on 
their own experiences in 
light of these findings to 
evaluate their performance. 
 
 
3) What are the 
limitations, 
challenges and 
consequences of the 
MYP for teaching 





1) Various MYP components such as the 
Learner Profile and Approaches to Learning, 
were embraced artificially 
 
2) Some staff members did not embrace the 
MYP and were resistance towards change 
 
Schools who are 
considering the adoption of 
the MYP or are currently 
running the MYP can 
reflect on their own 
experiences in light of 
these findings and make 
adjustments if required. 
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3) Some staff members felt there were 
limited guidance and support from their 
leadership team 
 
4) Some teachers experienced increased 
stress levels teaching the MYP 
 
5) MYP-focused workshops and 
professional development were costly and 
insufficient 
 
6) Challenges to collaborate, especially to 
plan for interdisciplinary units due to 
restructured teaching timetable 
 
7) Difficulty to comprehend MYP 
assessment format and reduced hours of 
teaching time 
 
Learning challenges from teachers’ 
perspective: 
1) Students struggled with the MYP 
structure, practice and terminology 
 
2) MYP’s criterion-based grading and 
assessments were confusing for students 
 
3) MYP was seen as being less beneficial 
for students with lower abilities 
 
4) MYP was considered more suitable for 
internationally mobile families 
 
Additionally, the IB is 
encouraged to consider 
these findings carefully as 
the schools studied clearly 
had numerous issues with 
the delivery of the 
programme. The IB could 
therefore reflect on how to 
provide more focused 
support for schools, 
particularly those who may 
be struggling to align their 
national curriculum with 
the MYP.  
 
In summary, many participants from the three schools in this study were positive about 
adopting the MYP because of some of its elements, such as: inquiry-based and concept-based 
teaching, standardisation and accountability, making more authentic global connections, and 
enhanced opportunities to develop cross-curricular links, increase learning rigor and improve 
students’ academic achievement. These may be considered as liberating factors. However, 
schools faced many challenges and limitations as a result of aligning the MYP with the 
Australian Curriculum, especially in relation to pedagogy and curriculum, assessments and 
grading and limited resources such as financial and professional development opportunities. One 
might call these suffocating factors. Many of the above-mentioned factors in this thesis point to 
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overall system- and organization-related challenges and limitations at these three Australian 
schools, and these findings were similar to the ones identified in a recent Australian-based study 
(Perry et al., 2018). However, while many of the participating schools in Perry et al.’s study 
(2018) are still running the MYP, the schools in this study decided to discontinue the MYP. 
Overall, clearly the suffocating factors were more influential on these three schools’ decisions to 
give up the MYP. 
7.3 LIMITATIONS 
There are a few limitations in this study. First, only 17 participants from three Australian 
schools took part in the data collection. I attempted to include all five schools who had 
discontinued the MYP in Australia; however, only three accepted the invitation to participate in 
the study. Therefore, caution must be exercised when attempting to generalise the results of these 
findings to the wider MYP and/or non-MYP school population. Second, the participants in this 
study were not chosen at random; instead, they were selected by their school’s leader. As such, 
the participants’ reflections and perspectives may not even be representative of the experiences 
of the rest of their own staff members and may be biased in one way or another. Third, the data 
regarding students’ learning benefits, opportunities, challenges and limitations were only based 
on staff members’ perspectives. Neither students nor their parents were interviewed in this study; 
hence, staff members’ perspectives may be biased and overshadow the benefits and challenges of 
students learning the MYP. Lastly, phone interview and email interviews had to be conducted 
with S1’s participants due to time constraints and participants’ availability. While there was a 
lack of face-to-face interaction with S1’s participants, provisions were made to probe for further 
clarifications through subsequent emails.  
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7.4 FUTURE RESEARCH 
By reflecting on the limitations mentioned in the previous section, the following are some 
suggestions for future research. First, this study can be extended by interviewing students and 
parents at these three schools to examine their perspectives on the challenges, opportunities, 
challenges and limitations of learning and teaching the MYP. Thereafter, the findings from this 
extended study can be broadened by cross-analysing and comparing the data with that from this 
thesis. This would allow researchers to gather an in-depth understanding to see if there are any 
similarities and/or differences between each stakeholders’ experiences with teaching and learning 
the MYP at schools that have discontinued the MYP. Second, seeking participants’ opinions 
about their interactions with external agencies in relation to delivering the IB is an opportunity 
for future studies that was missed in the current thesis. This information may strengthen the 
application of Fullan’s Overview of factors affecting implementation (as cited by Altrichter, 
2005), as shown in Table 19, as it relates to why schools have discontinued the MYP. Third, a 
similar version of this current study could be conducted in other countries where there may be a 
possible trend of schools discontinuing the MYP. Subsequently, as an extension, the findings 
gathered from other countries can be cross-examined with the findings from this thesis.  
Since a common thread found among participants in this study is focused on systems-
level constraints, the fourth suggestion is for a study to be conducted on how the MYP can be 
more smoothly adopted in Australian schools. A method could be devised to find out how the 
MYP can be implemented more efficiently while schools are also teaching and learning the 
Australian Curriculum. Fifth, another study can explore to what extent school leaders possess 
sufficient MYP knowledge and experience during the implementation phase and what effect the 
leaders’ level of expertise might have on the success of implementation. 
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Sixth, research can also be carried out to evaluate the extent of how the IB provides 
support to Australian schools when they adopt the MYP. There are several resources available to 
schools to develop the MYP for their students and help increase their level of understanding of 
this programme; however, it may be useful to allow teachers and school leaders to share their 
opinion on what resources they have access to, how these resources help them and if more 
guidance is needed. This study can then be further developed to understand what support the IB 
provides schools who adopt the PYP, DP and the CP. A cross-examination of these studies and 
the IB’s support to schools for each programme can be analysed to understand the similarities, 
differences and possible gaps. Last, similar research can also be considered of other IB 
programmes if there is a trend of these programmes being discontinued in Australia and/or 
internationally. 
7.5 RECOMMENDATIONS 
After examining the findings in my study, I make the following recommendations for the 
IB and school leadership teams, including the MYP Coordinators, for consideration. Some of 
these suggestions are consistent with those offered by Azzam et al. (2019) in their latest report, 
especially suggestions such as differentiated levels of support for schools, developing subject-
specific resources and ensuring schools aligning their structures and values with those of the 
MYP. These recommendations may guide schools and the IB to strengthen the MYP 
implementation processes and manage the demands of aligning the MYP with a national 
curriculum.  
7.5.1 For the IB 
1. Simplify the language on their rubrics and assessment cover pages so that it is more user-
friendly for students. 
IB MYP: LIBERATION OR SUFFOCATION? 207 
2. Provide teachers detailed guidance and samples of IDUs and how these can be planned, 
carried out and graded. This will save teachers time and stress and provide students with more 
meaningful learning experience for students since they can make connections across learning 
areas. 
3. Provide school- and curriculum-specific support to schools. 
a. Provide schools with advice, documentation and local contacts to help newly 
registered candidate schools to adopt IB programmes and align the programmes with 
the school’s national curriculum more easily. 
4. Reduce cost of attending IB workshops for school staff. 
a. The IB can source workshop leaders within the school’s local area rather than have 
staff members attend overseas workshops as this will reduce cost for schools to train 
their teachers. 
b. If there is a network of IB schools within a given area, the IB can help facilitate PD 
opportunities for the entire network, rather than leaving schools to source their own 
PD activities. 
7.5.2 For schools 
1. Schools should carry out proper research about the programme they are intending to adopt to 
ensure that all contributors are given time and space to fully understand the requirements and 
the importance of this change and can fully support and embrace the process. 
2. Schools need to evaluate their context and determine whether the MYP is right for them. If 
they decide it is, they need to plan its implementation adequately, so it is beneficial for their 
students and staff members. 
a. A clear understanding of the philosophical underpinnings of the MYP and its 
differences with the national curriculum is recommended so that everyone 
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understands the purpose of the MYP and has the tools to cope with the major shift in 
pedagogy and curriculum required by the MYP.  
3. Ongoing induction is recommended for school professional development programs. 
Successful adoption and implementation of the MYP may be difficult in schools with a high 
level of teacher turnover, or schools that do not have the resources to provide training to all 
teachers.   
7.5.3 For school leaders and MYP Coordinators 
1. Teachers unfamiliar with the MYP should be given time and support to comprehend how to 
organise and plan their teaching: 
a. Collaboratively develop at least one MYP and IDU unit that align with other required 
curricular frameworks, including design of assessments.  
b. Build networks with other MYP schools and the IB website for collegial and 
curriculum support. 
2. School leaders and MYP Coordinators require regular communication with staff about 
expectations to help reduce stress or anxiety and provide support.  
3. The MYP Coordinator should be given enough time to adequately support staff. In some 
instances, this may be required to be made into a full-time role. 
7.6 CONCLUSION 
Educational change is constant as schools must keep up with meeting the demands of an 
evolving society. Schools, therefore, are increasingly required to be accountable and transparent 
to their stakeholders and offer rigorous academic programmes that are transferrable anywhere. 
While many schools are increasingly adopting the MYP to meet and fill these gaps, this thesis 
has summarised the benefits, opportunities, challenges and limitations of teaching and learning 
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the MYP at three public and private Australian schools that have discontinued this programme 
recently. In this study, I interviewed and examined the perspectives of teachers, principals and/or 
deputy principals and former MYP Coordinators. This study represents the tip of the iceberg, in 
that it uncovers an area that is worth exploring further. The findings from this thesis may provide 
a benchmark for future research about why the MYP and/or other IB programmes are being 
discontinued. 
Adopting the MYP was advantageous at these schools in terms of promoting inquiry-
based teaching and learning, having more opportunities for accountability and standardisation, 
exposure to engage with more global, real-life issues, interdisciplinary teaching and learning 
opportunities, developing inquiry-based learning and encouraging students to take ownership and 
develop learning skills to become effective learners. On the other hand, these three schools faced 
significant teaching and learning challenges as part of adopting the MYP. Students faced 
academic challenges with the alignment of the Australian national curriculum and the MYP, 
which caused confusion regarding the MYP terminology and the assessment and grading styles. 
Additionally, IDUs were challenging for many students and timetabling posed limitations for 
teachers to carry out IDUs. Teachers felt limited support and direction from their leadership team 
and/or MYP Coordinator, there was an increase in workload and limited PD opportunities and 
overall it was evident that it requires a major mind-shift and much support to change pedagogical 
practices of staff. 
Despite the positive features of adopting the MYP, the challenges, which were mainly 
systems-level constraints, had a greater impact at these three schools and this led them to 
discontinue the programme. Additionally, staff members questioned the necessity of the MYP 
since the improved Australian national curriculum already featured many of the MYP’s elements, 
which gave them the pedagogical advantage they required. Schools felt that it was therefore not 
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necessary to run the MYP for producing 21st century learners. The challenge then for the IB is 
how to make the MYP relevant, manageable and value-added for Australian schools – in other 
words, liberating not suffocating.   
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Belal 2017 Egypt IBDP Mixed 
methods 
International school The sampling was from 





principal, IB Diploma 
coordinator), in order 
to gain multiple 
perspectives which 
allowed for 







2015 Australia IBDP Quantitative Stage 1: all 
Australian DP 
schools 
Stage 2: convenience 
sample of four NSW 
schools offering the 
IB DP curriculum 
were chosen as sites 
for in-depth case 
study 
Stage 3: convenience 
sample of Australian 
first year university 
students 
37 per cent of the total 
number of Year 11 and 
12 ToK students in 
Australia participated 
in stage 1. 
In stage 2: 1) 22 
teacher interviews; 2) 
eight focus groups with 
current ToK students; 
3) five interviews with 
administration or other 
school personnel. The 
final sample of stage 
three participants 
included 389 first year 
students, of whom 99 
(¼25% of the total 




2007 USA IBDP Qualitative Quasi-public school, 
receiving both tuition 
from students and 
state support on a per 
student basis. "More 
than 90% of the 
faculty holds a 
master’s degree or 
higher, and student 
dropout rates are 
quite low (i.e., < 
1%)." 
The students 
participating have very 
high levels of 
achievement within the 
target group. 
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Doherty 2012 Australia IBDP Mixed  
methods 
The case study at 3 
school sites were 
purposefully selected 
to sample different 





and schools with a 
range of experience 
in offering the IB. 
School 1 is a non-
selective government 
school: established a 
strong reputation for its 
academic performance 
and arts program, such 
that students from all 
over the region apply 
through the relevant 
government department 
to enrol there. School 2 
is another government 
school in a different 
state: offers the IB as 
the capstone to an 
academically selective 
track across secondary 
schooling. School 3 is a 
high-fee private school 
in a third state: offers 
three distinct curricular 
tracks in the senior 
years: a vocationally 
oriented program, the 
local academic 
curriculum and the IB.  
Doherty 
& Shield 
2012 Australia IBDP Mixed 
methods 
26 Australian schools 
offering both the IBD 
and local curricula, 
and case studies 
(2009) of three such 
schools in different 
states. The schools 
were in different 
Australian states, 
each of which 
manages its own 
school curriculum. 
Thus, in each case 
study the IBD had to 
relate to a different 
government 
curriculum. Two of 
the schools were 
government schools, 
while the third was a 
fee-paying 
independent school. 
The three case studies 
were also chosen to 




recent uptake.  
Not specified 
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Doherty, 
Mu, &  
Shield 
2009 Australia IBDP Qualitative A government school 
in Australia that 
offers both the IB 
Diploma and the 
local state 
government 
curriculum for the 
final years of 
schooling.  
These 10 students were 
a significantly 
transnational cohort: 
● two were 
international students; 
● one held two 
passports, including an 
Australian one; 
● one had permanent 
resident status in 
Australia; 
● one was in Australia 
on a temporary visa 
while applying for 
permanent residence; 
● one had migrated to 
Australia but still 
identified as a 
European citizen; and 
● four were born and 
raised in Australia as 
Australian citizens, 




2015 Canada IBDP Quantitative Not specified Respondents in various 
positions. Of the 19 
respondents, 8 (42%) 
had been in their 
positions for more than 
10 years, 6 (32%) for 5 
to 10 years, and 5 







2008 USA IBDP Qualitative 4 schools from one 
state were chosen for 
this in-depth study, 
an extension of a 
larger study. This 
sample was chosen 
using stratified 
purposeful sampling 
and the schools 
offering each 
program were varied 
in community size 
and demographic 
distribution. 
84 students within the 
four schools. Each 
school was asked to 
nominate participants 
representing the 
program’s diversity in 
gender, ethnicity, and 
experience with their 
school’s program. 






2009 USA IBDP Qualitative 1) Appleton Senior 
High: public, urban 
high school with a 
disproportionately 
high Hispanic and 
Asian American 
students and low 




below average in 
state tests. 
2) Parks High 
School: public, rural 
high school with 
disproportionately 
high numbers of 
Caucasian and low 
percentage of 
African, Asian and 
Hispanic Americans. 
Students surpass the 
average on state tests. 
3) Ignacius High 
School: suburban 
magnet school 







4) Crayton Heights 
High School: public, 
urban high school. 
Disproportionately 
high % of Hispanic 
and Asian American 
students and low % 




average in state tests.  
The student 
participants were 
chosen by the school to 
represent the program's 
diversity in gender, 
ethnicity, and 
experience with their 
school's program; 
therefore, our student 
interviews consisted of 
both current and former 
program participants. 
Gan 2009 Australia IBDP Qualitative Australian high 
school but no other 
information provided. 




Hangzhou (large cities 
of the eastern and 
south-eastern coasts of 
China).  This student 
sample covered a 
spectrum of attitudes 
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and ability, from very 
diligent high achievers 
to indifferent students 




2012 UK IBDP Quantitative Data was from the 
Higher Education 




graduated in 2009/10.  
Students aged below 
24: only A level or IB 
students and non-UK-
domiciled students 
included in the sample. 
Halicioğl
u 
2008 Turkey IBDP Mixed 
methods 
Twelve national, 
private schools who 
offered the IB 
Diploma in Turkey 
took part. 
The majority of the 154 
respondents were 
Turkish nationals (66 
per cent), followed by 
British (12 per cent), 
American (10per cent), 
other nationalities (8 
per cent) and dual 
nationalities (4 per 
cent): it should be 
noted that ‘dual 
national’ respondents 
did not always have 
Turkish as one of their 
nationalities.  
Hallinger










175 schools (full and 









2013 USA PYP Qualitative Urban public 
elementary school in 
New York State. The 
school is one of 46 in 
the district and serves 
695 students in pre-K 
through 4th grade. 
The average class 
size was 22 students; 
each classroom 
included a variety of 
learners, including 
English language 
learners and students 
with special needs. 
For the 2008-09 school 
year, 83% of students 
qualified for free lunch, 
while another 8% 
qualified for reduced-
price lunch programs. 
For the same school 
year, 84% of students 
were African 
American, 7% were 
White, 5% were 
Hispanic or Latino, 3% 
were Asian or 
Native Hawaiian/other 
Pacific Islander, and 
1% were American 
Indian or Alaskan 
Native.  
Hatzicon
stantis &  
Kolympa
ri 
2016 Greece IBDP Qualitative School was a private/ 
international school, 
one of 12 located in 
Athens 
3 students (2 females 
and 1 male) lived in a 
relatively affluent 
suburb close to school 





1995 UK IBDP Qualitative Not specified 15 people were 
interviewed: all of 
whom had experience 
of international 
education from some 
perspective: 
undergraduate students 





studying as full-time 
Masters level students, 
experienced teachers 
and a Head currently 
teaching in an 
international school, a 
lecturer colleague with 
experience as Head in 
an international school, 
and non-teaching 
colleagues within the 





Separately, in the 
questionnaire 
responses, 27 were 
from male students and 
21 from female 
students; 24 different 
spoken languages and 
18 different 
nationalities were 
represented, with some 
respondents having 
more than one 
nationality and 
(clearly) many 




1997 Bath, UK IBDP Qualitative Opportunity sample 
from University of 
Bath: former IB 







2008 USA IBDP Qualitative 23 US high schools in 
7 states representing 
varied community 
size and geographic 
regions. 
200 teachers, 300 
students, 25 building-
level administrators 
and 8 program 
coordinators. But 
nothing else specified.  
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Hinrichs 2003 USA IBDP Mixed 
methods 
2 high schools in a 
school district near 
Seattle, Washington. 
School 1 has 
free/reduced lunch 
count by 8.6% and 
that is 9% at school 2. 
53 IBDP students and 
50 AP students: 38% of 
IB students had 
travelled to 4 or more 
countries, compared to 
20% of AP students. 
High percentage of IB 
and AP students were 
bilingual.   








2015 Romania IBDP Qualitative Not specified Not specified 





Two IB DP schools 
in or nearest to the 
capital cities of 








Science in the PISA 
2003 study. Both 
countries have 
achieved consistent 
scores for Science in 




(OECD’s) 2000 and 




gaining the highest 
mean score and 
Portugal one 
of the lowest 
Not specified 




2002 Lesotho,  
Southern 
Africa 
IBDP Qualitative Machabeng College, 
a secondary school in 
Maseru, Lesotho. The 
student population is 
made up of around 60 
per cent Basotho 
(citizens of Lesotho) 
and 40 per cent from 
about thirty-five other 
countries: the 
teaching population 
of around forty is 
generally from about 
fifteen different 
countries, with the 
majority being 
British. Machabeng is 
located in the 
wealthier part of 
Maseru, a developing 
city with a few high 
cost housing areas 
submerged into large 
areas of low cost, 









2007 USA IBDP Qualitative Three urban high 
schools from two 
mid-Atlantic states: 
one state mandates 
gifted services and 
the other does not. 
Majority of student 
population at these 
schools were from 
minority groups: 
students' eligible for 







IBDP Qualitative Two schools had 
been offering the 
programme for less 
than five years; three 
of the schools for less 






schools, in terms of 
the numbers of 
different nationalities 
represented and the 
proportion of ethnic 
Chinese pupils (a 
range in between 
55% to 90%). Across 
all the schools, 
students mainly came 
from middle-class 
Participants were 
selected on the basis 
that they were 
experienced teachers: 
they either had several 
years’ experience of 
teaching IBDP Chinese 
or were holding 
leadership roles in the 
Chinese department 
and were very familiar 
with IBDP Chinese 
teaching. 
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families or expatriate 
families who had 
relatively high socio-
economic status. 
Lebreton 2014 Sydney 
& Paris 
PYP Qualitative Two schools 
participating. Most of 
the students of PS are 
‘Third Culture Kids’ 
with families who are 
globally mobile and 
used to travelling 
from one country to 
another. At one 
school, parents 
(66.7%) had never 
travelled to China 
and 33 (57.9%) of 
parents did not intend 
to travel to China 
within 5 years. This 
school's student 
population is more 
homogeneous than at 
the other school.  
Students aged 10–12 
years: 162 to Year 5 
and 6 students in 
Sydney, and 75 to 
Grades 4 and 5 in Paris. 
The student body of 
this school comprises 

















of IB  
programmes 
Qualitative The five case study 
schools were 
identified and were 
chosen: 
1) offering the full 
continuum of IB 
programmes.  
2) diversity in terms 
of country, school 
size and type of 
student populations 
& 3) schools that 
showed relatively 
better school 
performance in the 
DP-level average 
subject grade than 




IBDP Mixed  
methods 
Independent fee-
paying school in 
Switzerland that has 
been offering the 
IBDP since 2006. 
The school had an 
international student 
and staff body with 
480 students aged 
between 5 and 18. 
There were 52 
nationalities within 
the student body in 
the academic year 
Not specified 
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when the research 
was undertaken. The 
major national groups 
within the school 
were as follows: 
British 21%, Russian 
9%, Swiss 7%, 
American 5% and 









PYP Qualitative Multi-sited case study 
design: four private 
schools located in a 
major urban centre in 
Colombia. These 
schools typically 
serve the needs of 
children from affluent 
professional families, 
many of whom come 
from the United 
States, Europe, and 
other Latin American 
countries. Teachers 
who are native to 
Colombia and trained 
at local teaching 
colleges provide 
classroom instruction 
within most schools. 
However, in many 
private schools, 
teachers are recruited 
from abroad and the 
primary LI is English.  
The schools varied in 
total enrolment and 
employed between 34 
and 88 teachers within 
the PYP. More than 
90% of students were 
Colombian in all but 
one of the schools we 
studied. Within the 
schools, the percentage 
of students who were 
not native Colombians 














of IB  
programmes 
Qualitative Convenience sample 
of International 





Tanyu, &  
Perry 
2016 Turkey IBDP Qualitative The sample schools 
were located in four 
urban/suburban areas 
of western Turkey 
with varying student 
population.  
Not specified 
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school that serves 
Latino, Black and 
Southeast Asian 
students. It serves a 
population of 
academic at-risk 
students, and it is also 
a Title 1 school, that 
receives special funds 
from the Federal 
Government. Diverse 





Mayer  2010 USA IBDP Qualitative In-depth case study: 
urban high school. 
Title 1 school, 
located in a run-down 
neighbourhood  
Low income families at 
this school, some who 
live rural and have 
diverse group of 
students. 
Munro 2003 Australia IBDP Quantitative Not specified 39, Year 12 students 
who completed the 
IBDP in 2000 and 
2001. 23% of these 
students came from 
another country to 
study the IB at this 
school. Students 
achievement levels 
among various subjects 
ranged from high to 
average.  




PYP Qualitative The International 
School of Azerbaijan 
(TISA) lies nested in 
an expatriate enclave 
on the outskirts of 




school runs three IB 
programmes, the 
PYP, MYP and DP. 
Demographically, the 
children of corporate 
personnel constitute the 
largest presence in the 
school, accompanied 
by those of some local 




faculty is from a 
diverse array of 
national and cultural 
backgrounds. Selection 
for this study was made 
to ensure variation in 
age, life stage, gender, 
nationality, ethnicity 
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and experience with the 
PYP.  
Paris 2003 Australia IBDP Quantitative One public 
(state/government) 
school and one 
private (independent) 
school were selected 
for the study. Both 
schools offer 
finishing Year 10 
students the choice of 
either studying the 
IB-DP or the SACE 
programme in their 
final two years of 
schooling. 
The majority of 
students (68%) were 15 
or 16 years of age. 
Eighteen per cent of the 
students were under the 
age of 15 and 13 per 
cent of the students 
were over the age of 16 
years. The majority of 
students (88%) were 
born in Australia while 
the remanding 12 per 
cent were born 
overseas. The majority 
of the families (90%) 
speak English as their 






2014 Japan MYP & 
IBDP 
Qualitative The school is an 
international school 
in Tokyo with a 
student population 
representing over 70 
nationalities and 
faculty representing 
13. The school 















2015 USA IBDP Quantitative Longitudinal study: 
public and private 
schools in Florida. 




Black and Hispanic 
students. Low-income 
students (identified 
based on the 
percentage of students 
at a school who are 
eligible for the federal 
free and reduced lunch 
program and a school’s 





1996 Canada IBDP Quantitative 7 school in two major  




708 students: "The 
majority of the students 
came from middleclass 
homes where parents 
were employed in some 
profession or business." 











The Indian Ocean 
Island School (IOIS) 






and the IBDP. Most 
of the teachers at the 
IOIS are locals, with, 
a high percentage 
having obtained their 
teaching qualification 
overseas, and having 
also worked in other 
international schools 
overseas. A very 
small percentage (less 
than 20%) of staff is 
foreign expatriates. 
But the headmasters 
have always been 
expatriates.  
At the time of the 
research, both 
participants were 17 
and in Form 7: a local 
student who had 
always lived in the 
Indian Ocean Island 
Nation. The other was 
an international student 
who is British and had 
been in the Indian 
Ocean Island School 
only 14 months. Prior 
to his arrival this 
student spent most of 
his life in England. He 
came to the IOIN 
because of his father’s 
profession. 











Qualitative National public 
schools 
Not specified 
Saavedra 2014 USA IBDP Quantitative 13 Chicago Public 
Schools (CPS) high 
schools that offered 
the IB program. 
The full sample of 
every 11th-grade CPS 




average CPS student is 
low income and 
minority."  
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Saavedra 2016 USA IBDP Qualitative One school in which 
the majority of the 
student body is 
eligible for free or 
reduced lunch. At 
two schools, nearly 
half of the student 
body is eligible for 
FRL. Finally, at one 
school only a small 
proportion of the 
study body is eligible 
for FRL. All sample 
schools’ level of 
urbanicity is “large 
suburb” or “city” 
Twenty-four students 
participated in the 
study. Overall, over 80 
percent of the sample 
students are minority, 
with 44 percent 
identifying as Asian, 26 
percent Hispanic, and 7 
percent African 
American/Black. For 
20 percent of students 
both parents were US-
born and for 75 percent 
one or both parents 
were born outside the 
United States. Student 
self-reports of their 
parents’ educational 
attainment indicate that 
for the majority, either 
or both parents have at 
least some college 
education. On average 
in the sample, IB 
students are not from 
impoverished family 
backgrounds. Students, 
on average, reported a 









2016 Mexico IBDP Quantitative Four case-study 
schools to include a 
mix of university-



















PYP Qualitative Participants were 
evenly distributed 
between IB’s three 
geographic regions 
and represented 
public, private and 
international school 
contexts. 
13 participants worked 
at international schools 
(54.2%), 7 at private 
schools (29.2%) and 4 
at public schools 
(16.6%). In terms of 
their roles, 12 
participants (50%) 
were classroom 
teachers, 6 participants 
(25%) were specialist 
teachers, 4 participants 
(16.7%) were 
coordinators and 2 
participants (8.3%) 
were administrators.  




2010 USA IBDP Mixed  
methods 
A high school in a 
rural south-eastern 
state; the school was 
selected because it 
housed both an IB 
program and a 
general education 
curriculum in a single 
school building.  
Gifted and high-
achieving students 






2006 USA IBDP Quantitative A school that runs an 
IB high school and 
general education 
within the same 
campus. This school 
also shares faculty 
and facilities. 
122 IB students (33 
gifted and 89 high-




representative of their 







2015 USA IBDP Qualitative 3 school districts that 




students located in 
urban, suburban and 
rural areas  
Purposeful sampling: 
30 students (19 
enrolled in AP and 11 
enrolled in DP), among 
which students who are 








2011 USA PYP and  
MYP 
Qualitative Multiple case 
research design: four 
with a PYP and four 
with an MYP at 8 
Texas schools in one 
school district. A 
purposeful sampling 
method was used to 
identify a variety of 
school types (e.g., 
magnet, charter, and 
school within a 
school) and a range 
of length of 
experiences an 
authorized IB 




areas were also a 
factor in choosing the 
cases  
The four PYP schools 
were racially and 
ethnically diverse. 
Only one elementary 
school had a White 
majority population 
and it was the only 
school with a relatively 
small proportion of its 
students identified as 
economically 
disadvantaged by the 
state. The four MYP 
schools were also 
racially and ethnically 
diverse. None of the 
middle schools had a 
White majority 
population. 





2008 USA IBDP Quantitative One high school in a 
rural south-eastern 
state; the school was 
selected because it 
houses both an IB 
program and a 
general education 
curriculum in a single 
school building 
Sample included 139 
students in the IB 
program and a 
comparison sample of 
168 peers from the 
general education 
curriculum. participants 
in both curriculum 
groups are Caucasian, 
female, and of average 
to high socioeconomic 
status (i.e., did not 
report qualifying for 
free or reduced school 
lunch). Participants 







2008 USA IBDP Qualitative Not specified The low anxiety group 
consisted of 25 
students, 52% of whom 
were female. The 
above-average anxiety 
group consisted of 23 
students (83% female). 
Students from 10th, 
11th, and 12th grades 
were represented 
similarly in the anxiety 
groups, and both 
groups were 
predominately middle 
to high SES (only one 
and two participants in 
the low and above-
average anxiety groups, 
respectively, qualified 
for reduced-price 
school lunch). Both 
samples were 
predominantly White 




the low anxiety group, 
three participants 
(12%) and one 




no students in the 
above-average anxiety 
group reported these 
ethnic identities.  
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Tarc & 
Beatty 




school in a suburb of 
an urban centre in 
Ontario. "The school 
is known for 
academic excellence 
irrespective of the 
IBDP."  
Students' parents have 
at least Bachelor's 
degree. Students have 
above average SES 
status. Grade 12 




2006 Canada IBDP Quantitative Two public schools 
from large cities in 
British Columbia, 
Canada. One school 
serves an inner-city 
population and the 





Caucasian or Asian. 
Twigg 2010 Europe PYP Qualitative One of Europe’s 
premier independent 
schools, with two 
campuses: The City 
campus for children 
aged 3–9, and the 
Countryside campus 
for children aged 3–
18. It is a not for 
profit, independent, 
international day 





staff from different 
nationalities who 





were from: Australia, 
USA, Belgium, UK 
and Luxembourg and 
had varying 
qualifications and years 
of teaching experience. 
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Visser 2010 Netherla
nds 
MYP Qualitative Dutch schools are in 
the extraordinary 
position of being free 
to teach what and 
how they choose. 
Within boundaries 
strictly set by a 
central state, every 





well as the freedom 
of organization (= 
educational profile). 
For reasons of 
constraint and 
comparability, the 
only (high) schools 
taken into 
consideration were 
those that offer not 
only the MYP but 
















IBDP Mixed  
methods 
The participating 8 
schools included 
some in urban 
locations with easy 
access to local 
facilities, and some 
located in more 
isolated rural areas. 
The selected schools 
were either fully 
residential, partly 
residential or day 
schools. 
659 IBDP students plus 
12 students from 
Mahindra United 
World College of India 
Wright & 
Lee 
2014 China IBDP Qualitative This was "a multi-site 
case study of five 
elite (academically) 
IBDP schools in 
China." Each of the 
five schools was a 
Diploma Programme-
only school and were 
located at large, 
metropolitan cities in 
China.  










Quantitative 175 schools from 54 
countries gathered 
from the IB Global 
Centre in the USA 
228 IB Coordinators. 
No other specific 
details given. 
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Appendix B 
 
Interview questionnaire for teachers 
1) Background questions 
a) How long have you been working at this school? 
b) Where did you work before coming to this school? 
c) How long have you been teaching? 
d) For how long did you work with IB programs before the school ceased offering it? 
e) Could you tell me about the depth of training you received while you were engaged with 
the MYP? 
f) How confident do you think you were with understanding how the MYP works and how to 
implement it in your classroom? 
 
2) Impact of the Middle Years Programme (MYP) on teaching and learning 
a) If a parent asked you about what MYP is, how would you respond to that? How would you 
explain the MYP to others? Broadly speaking, what impact did the MYP have at your 
school when you offered it? 
b) What were the benefits of the MYP on teaching in your school? 
c) What limitations or challenges did the MYP have on teaching in your school? 
d) What benefits did the MYP have on learning in your school? 
e) What limitations or challenges did the MYP have on learning in your school? 
 
3) Why do you think your school has chosen to no longer offer the MYP? 
4) Other than what you have described so far, were there any adverse effects of offering the 
MYP? 
 
5) Were there any other advantages or disadvantages associated with your experience in offering 
the MYP? 
 
6) Would you encourage other schools to consider adopting the MYP? Why? 
 
7) Do you have any recommendations for the IBO? For the Department of Education? For other 
schools in relation to the MYP? 
 
8) Is there anything else about the MYP that you would like to give your opinion about, which 
we may not have discussed already? 
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Appendix C 
Interview questionnaire for principals and former MYP Coordinators 
1) Background questions 
a) How long have you been working at this school? 
b) Where did you work before coming to this school? 
c) How long have you been working in this capacity (as a principal or IB coordinator)? 
d) How long have you been working in the education field? 
e) For how long did you work with IB programs? 
f) How confident do you think you were with understanding how the MYP works and how to 
implement it at your school? 
 
2) Impact of the Middle Years Programme (MYP) on teaching and learning 
a) If a parent asked you about what MYP is, how would you respond to that? How would you 
explain the MYP to others? Broadly speaking, what impact did the MYP have at your 
school when you offered it? 
b) Broadly speaking, what impact did the MYP have at your school when you offered it? 
c) What were the benefits of the MYP on teaching in your school? 
d) What limitations or challenges did the MYP have on teaching in your school? 
e) What benefits did the MYP have on learning in your school? 
f) What limitations or challenges did the MYP have on learning in your school? 
 
 
3) What were your initial reasons for taking up the MYP? 
 
4) Why has your school chosen to no longer offer the MYP? 
 
5) Were there any adverse effects of offering the MYP? 
 
6) Did you experience any other advantages or disadvantages associated with your experience in 
offering the MYP? 
 
7) Would you encourage other schools to consider adopting the MYP? Why? 
 
8) Do you have any recommendations for the IBO? For the Department of Education? For other 
schools? 
 
9) Is there anything else about the MYP that you would like to give your opinion about, which 
we may not have discussed already? 
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Appendix D 
Publication: Title Page of Chapter Two 
(https://doi.org/10.1177%2F1475240918815801)  
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Appendix E 
Publication: Title Page of Chapter Three 
(https://doi.org/10.1177/1932202X19869006) 
 
